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ABSTRACT 
SELF CONCEPT, ANDRAGOGICAL ORIENTATION, AND ADAPTATION TO 
TRANSITION IN A GROUP OF RETIRED PROFESSIONAL FOOTBALL 
PLAYERS, WITH IMPLICATIONS FOR THE DESIGN OF A CAREER 
TRANSITION PROGRAM 
MAY 1993 
BEVERLY A. RHODES. B.A., UNIVERSITY OF MASSACHUSETTS 
M.S., ANTIOCH UNIVERSITY 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Patricia Crosson 
This study examines the relationship between self 
concept, andragogical orientation, and the impact of a 
significant life transition in a sample (n=140) of former 
professional athletes who retired from football from the 
1960s through the 1980s. The research was conducted in the 
context of designing a career transition program intended to 
assist the retired athletes move into a post-football 
career, as a prior survey (Rhodes, 1990) administered to 
these subjects found that 86% would have participated in a 
career transition program if one had existed. Self concept 
was measured using Miskimins Self-Goal-Other Discrepancy 
Scale-I (MSGO-I) (Miskimins, 1967), with modifications to 
the personal construct scale. Andragogical orientation was 
measured using the Adult Learner Orientation Questionnaire, 
adapted from the Student Orientation Questionnaire 
(Christian, 1983). Schlossberg's Model for Human Adaptation 
for Transition (1981) was used to interpret the responses to 
the MSGO-I instrument's personal construct scales in order 
iv 
to determine the degree of trauma precipitated by retirement 
from football. 
The subjects were divided into seven groups, according 
to the length of time retired from football. Scores were 
computed for seven measures of andragogical orientation, 
twelve measures of self concept, ten personal construct 
scales. The findings indicate that the subjects most 
recently retired (0-5 years) were the least andragogically 
oriented, had the least favorable self concepts, and were 
the most traumatized by the retirement transition out of 
professional football. 
The study concludes that the most appropriate 
instructional format for a career transition program 
appealing to the most recently retired players is a four- 
stage process based on a developmental model of situation- 
specific response to trauma. 
v 
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The self concept of the adult learner has been thought 
to be central to the theory of andragogy [Knowles, 1984; 
Merriam, 1987]. This study examines the relationship 
between selected aspects of adult learner self concept and 
andragogical orientation in a sample of former professional 
athletes who retired from professional football from the 
1960s through the 1980s. Two instruments were modified and 
used to survey the individuals in this sample: Miskimins' 
Self-Goal-Other Discrepancy Scale-I (MSGO-I) [Miskimins, 
1967] and the Student Orientation Questionnaire (SOQ) 
[Christian, 1983]. In addition, Schlossberg's Model of 
Human Adaptation to Transition [Schlossberg, 1981] was used 
to categorize the responses to the personal construct 
portion of the MSGO-I instrument in order to test research 
findings which suggest that retirement from professional 
football is a traumatic transition which negatively impacts 
the self concept. The findings are applied to the design of 
a career transition program for retired professional 
football players seeking a post-sport profession and 
suggestions are offered for appropriate strategies to 
implement such a program. 
1 
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Statement of the Problem 
The 1960s began a period of rapid social and 
technological change which has continued to intensify in 
each of the decades that has followed. Many of the changes 
have forced large segments of the adult population in 
American society to undergo sudden life and career 
transitions in order to adapt [Aslanian & Brickell, 1980]. 
Demographic shifts have led to the demand for adoption of a 
multi-cultural orientation in social and business 
institutions, new technologies have created demands for 
expertise in fields which did not exist a decade ago, and 
automation has drastically altered the opportunities 
available to the unskilled worker. 
As the pace of change continues to escalate and affects 
ever greater proportions of the adult population, there will 
be a corresponding need for adult education programs to 
provide the knowledge and skills needed to manage the 
transitions [Ibid.]. Since rapid, externally imposed 
transitions frequently have a negative impact on self 
concept [Schlossberg, 1981], including perception of the 
ability to successfully complete a course of formal 
education [Kidd, 1968], adult educators involved in the 
design of these programs will need to understand the 
relationship between self concept and adult learning in 
order to provide educational methodologies which will 
attract and retain those who most need the programs• 
This study examines the relationship between self 
concept and adult learning in one special population of 
adults who have undergone a rapid, externally imposed 
transitions a group of retired professional football 
players. 
Purpose of Study 
The purpose of this study is to gather data on the 
relationships between adult learner self concept, learning 
orientation, and a significant transitional experience, and 
to examine how these combined elements should be considered 
when designing a career transition program. The subject 
sample, a group of retired professional football players, 
has been influenced by developmental [Remer & Tongate, 
1978], psychological [Lanning, 1982], and transitional 
factors [Pitts et al, 1987] which researchers have 
hypothesized produce a self concept characterized by 
tendencies inconsistent with those presupposed by 
andragogical orientation, such as feelings of dependency, 
incompetence, and an inability to exercise mature self- 
direction. [Somers, 1988]. 
In addition, this study contributes to several areas of 
knowledge. The first is to the continuing debate over 
andragogy as an universal methodology for teaching adults 
[Knowles, 1984]. Although self concept has been widely 
assumed to be central to the success of andragogical 
methods, there has been little research done to substantiate 
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this connection for specific groups of adult learners [Gray, 
1989]. This study tests that assumption on a group of adult 
learners whose self concepts may be incompatible with those 
presumed by andragogy. 
The second area of knowledge to which this study 
contributes concerns adults in career and life transitions 
in America. In 1980, there were forty million adults in 
career transitions and one hundred twenty-six million in 
life transitions [Aslanian & Brickell, 1980]. The trends 
suggest that the same rapid social and technological changes 
which precipitated these massive numbers of transitions in 
the past two decades will only increase in the decades to 
come [Ibid.]. This suggests that there will be an ever 
increasing need to develop programs to meet the needs of 
adults undergoing transitions resulting from rapid, 
externally imposed, and possibly traumatic change. As the 
subjects of this study have experienced such a transition, 
the findings of this research may be of value to those 
involved in designing programs for other groups in similar 
transitions. By understanding the relationship between 
learner self concept and adult learner orientation towards 
andragogical methods, practitioners in adult education may 
be better equipped to develop adult education programs which 
closely match the learners' needs and abilities. 
This study also contributes to a third area of 
knowledges the plight of the student-athlete who leaves the 
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American system of higher education with an inferior, if not 
incomplete, education. Nearly all of the subjects of this 
study once were student athletes on football teams at 
institutions of higher education prior to their entrance 
into professional football. Even though only two percent of 
college football players eventually achieve professional 
status, the same dynamics which shaped them also affect the 
remaining ninety-eight percent who do not become 
professional athletes [Kennedy & Dimick, 1987]. While this 
study focuses on the two percent, to a certain degree the 
findings may also apply to most of the other ninety-eight 
percent whose academic and social activities in college were 
secondary to their athletic activities. As a result, many 
are left with a substandard education and developmental 
deficiencies. This study hopes to stimulate thinking on the 
problems this population faces and possible program designs 
to provide them with what they were unable to obtain during 
their formal educations. 
Conceptual Framework 
This study draws from three perspectives. The first is 
the theory of andragogy, that body of knowledge which 
discusses educational methods believed to be most effective 
to promote adult learning [Knowles, 1984]. In recent years, 
the presuppositions of andragogy about a universal desire 
and capacity in adult learners for self-direction have been 
criticized as too restrictive to address the needs of all 
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adult learners [Knudson, 1980; Goodnow, 1982; Pratt, 1988]. 
They have been challenged by models which view adult 
learning orientation as a relational construct dependent 
upon selected situational, learner, and teacher variables 
[Goodnow, 1982; Pratt, 1988]. This study examines the 
relationship between one aspect of the learner variables, 
that of the learner's self concept, and andragogical 
orientation in a sample of subjects whose self concept 
profiles may have been impacted by an intense transition 
experience. 
The decision to examine this particular relationship 
was made for two reasons. First, there is surprisingly 
little research on the causal ordering of self concept and 
academic achievement [Marsh, 1990]; and second, prior 
research supports the view that self concept is a mediating 
variable in both career development and educational 
participation [Champagne, 1987]. As this study intends to 
provide the foundation for a career development program, the 
success of which depends upon the willingness of the 
subjects to participate, this relationship is seen as 
critical to program success. 
The second perspective which informs this study is 
Schlossberg's Model of Human Adaptation to Transition 
[Schlossberg, 1981]. This model provides a framework for 
interpreting the impact upon self concept of one significant 
life change event which all subjects of this study have in 
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common: the termination of their professional athletic 
careers. 
A prior study of 645 retired members of the National 
Football League Players Association found that two thirds of 
retired players live with a permanent debilitating football 
injury [Pitts et alf 1987]. In addition, only one out of 
three left college with a degree, and only one out of ten 
had a post-football career. The same study found that most 
players with permanent injuries, unfinished educations, and 
no post-football career experienced moderate to severe 
emotional and personal problems such as withdrawal, 
depression, despair, and inability to find meaning or 
direction during their transition out of football. The 
findings of the Pitts study suggest that the transition 
experience produces a psychological state which has a 
probable impact upon the self concept. 
The Schlossberg model was chosen to analyze this 
transition and its impact upon self concept because of its 
comprehensive discussion of the factors which accompany such 
life-altering "marker events" [Raddock, 1989]. It 
categorizes the influences determining the nature of a 
transition and subsequent adaptation to it into three types: 
characteristics of the transition, characteristics of the 
pre-transition and post-transition environments, and 
characteristics of the individual undergoing the transition. 
By analyzing the elements in each category in terms of 
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positive or negative impact upon the individual, one can 
make informed assumptions about the transition's likelihood 
to favor psychological growth or psychological deterioration 
[Moos & Tsu, 1976]. A more detailed discussion of this 
model and how it was used to interpret the findings of this 
research can be found in the methodology section of this 
study. 
The third perspective from which this study draws is 
the sociological and psychological forces which have shaped 
professional football players throughout that part of their 
lives preceding the transition to post-sport retirement. 
The research indicates that, because of their exceptional 
skills, they become trapped in a system which blocks them 
from normal development as early as junior high school 
[Remer & Tongate, 1978]. The unusually high priority which 
they assign to athletic activities may retard the maturation 
of the self concept, impede the development of career plans 
outside of athletics [banning, 1982], and hinder the growth 
of academic skills [Nelson, 1983]. This perspective 
provides further insight into the formation and nature of 
the self concept for the members of this group as it 
pertains to this study. 
Hypotheses 
This study tests the following null hypotheses: 
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1. There is no relationship between length of time 
separated from professional football and 
andragogical orientation as measured by six 
subscales and one composite score in a sample of 
retired professional football players. 
2. There is no relationship between length of time 
separated from professional football and general 
self concept as measured by Miskimins Self-Goal- 
Other Discrepancy Scale I (MSGO-I) in a sample of 
retired professional football players. 
3. There is no relationship between length of time 
separated from professional football and goal self 
concept as measured by Miskimins Self-Goal-Other 
Discrepancy Scale I (MSGO-I) in a sample of 
retired professional football players. 
4. There is no relationship between length of time 
separated from professional football and self 
concept perceived by others as measured by 
Miskimins Self-Goal-Other Discrepancy Scale I 
(MSGO-I) in a sample of retired professional 
football players. 
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5. There is no relationship between general self 
concept as measured by Miskimins Self-Goal-Other 
Discrepancy Scale I (MSGO-I) and andragogical 
orientation in a sample of retired professional 
football players. 
6. There is no relationship between goal self concept 
as measured by Miskimins Self-Goal-Other 
Discrepancy Scale I (MSGO-I) and andragogical 
orientation in a sample of retired professional 
football players. 
7. There is no relationship between self concept 
perceived by others as measured by Miskimins Self- 
Goal-Other Discrepancy Scale I (MSGO-I) and 
andragogical orientation in a sample of retired 
professional football players. 
Definition of Terms 
The term "andragogy" has been criticized for lack of an 
adequate definition [Rachal, 1983; Davenport, 1987; Merriam, 
1987]. Some have labeled it a theory of adult learning 
[Knowles, 1984], others have defined it as the art and 
science of helping adults learn [Whiting et al, 1988]. 
Still others have viewed it as a vague concept [Davenport, 
1987; Somers, 1988], or as an instructional goal [Merriam, 
1987]. What remains consistent throughout all the various 
11 
definitions is the assumption that andragogy requires that a 
certain set of characteristics be present in the learner. 
It is from this concurrence that this study draws its 
definition of the term "andragogical orientation". The term 
will mean the presence of the following characteristics in 
the learners 
1. the ability to be self-directing [Knowles, 1984; 
Somers, 1988]. 
2. the ability to use personal life experience as a 
resource for learning and to establish identity 
[Knowles, 1984; Somers, 1988; Whiting et al, 1988]. 
3. the readiness to learn [Knowles, 1984; Somers, 
1988]. 
4. intellectual maturity [Lean, 1985]. 
The term "self concept" has a myriad of meanings in 
psychology. This study adopts a definition drawn from 
Brundage and MacKeracher [1980] and Miskimins [1967]: the 
individual's description of himself formed from 
interpretation of perceived feedback from within the self 
and from others. The self concept will be understood to 
contain four dimensions: general, goal, as perceived by 
others, and personal. 
Professional football player is defined as an athlete 
who was listed on the official team roster of a National 
12 
Football League team for at least one regular season game 
during the years 1960-1989. As all retired professional 
football players are male, this study uses the masculine 
pronoun when referring to the subjects of this study. 
An adult learner is any person who has quit or finished 
formal schooling and is engaged in full time adult 
responsibilities while resuming formal education for 
whatever reasons he or she may feel the need [Berdrew, 
1968]. 
A transition is an event or related series of events 
which result in a change in assumptions about oneself and 
the world. This change requires a corresponding change in 
one's behaviors and relationships [Schlossberg, 1981]. 
Assumptions 
The following assumptions are inherent in this study: 
1. Self concept consists of at least four different 
dimensions: general, goal, as perceived by 
others, and personal. Each of those dimensions 
can be measured, quantified, and placed on a 
continuum. 
2. Miskimins Self-Goal-Other-Discrepancy Scale-I 
provides an accurate measure of the four 
dimensions of self concept. 
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3. Andragogical orientation in adult learners can be 
measured, quantified, and placed on a continuum* 
4. Christian's Student Orientation Questionnaire 
provides an accurate measure of andragogical 
orientation. 
5. Self concept is shaped by an individual's life 
experiences. 
6. Schlossberg's Model of Human Adaptation to 
Transition provides a viable framework for 
analyzing the impact of the professional football 
player's retirement transition. 
7. The personal construct portion of the MSGO-I 
instrument provides additional insight into an 
individual's view of himself and his competency. 
8. Retirement is a significant transition experience. 
Limitations 
This study contains the following limitations: 
1. The sample size was limited to 140, as it was 
drawn from respondents to a prior related study. 
Measurement of andragogical orientation was 




3. Measurement of self concept was limited to 
Miskimins Self-Goal-Other Discrepancy Scale I 
(MSGO-I). 
4. Measurement of the impact of the retirement 
transition experience was limited to 
interpretation of responses to the personal 
construct portion of the MSGO-I instrument using a 
specific framework: Schlossberg's Model of Human 
Adaptation to Transition. 
5. Demographic data gathered from the subjects was 
limited to number of years retired, and did not 
include other factors such as age, race, number of 
years active in professional football, or college 
attended. This limits interpretation and 
discussion of the findings to relationships 
between years retired and the scores on the Adult 
Learner Orientation Questionnaire and the MSGO-I. 
It also precludes speculation about the variety of 
causal relationships between subject demographics 
and scores. 
CHAPTER 2 
REVIEW OF RELATED LITERATURE 
Andragoav 
Andragogy has been defined as the art and science of 
helping adults learn [Whiting et al, 1988; Davenport & 
Davenport, 1985; Daly, 1980]; a situational model of human 
learning [Feurer & Geber, 1988]; adult teaching [Brundage & 
MacKeracher, 1980]; a set of assumptions about adults as 
learners [Knowles, 1984]; and a philosophical position that 
assumes an existential difference between adults and 
children [Carlson, 1979]. 
These multiple perspectives have led some experts to 
criticize andragogy's lack of an adequate definition 
[Rachal, 1983; Davenport, 1987], contending that it presents 
some basic difficulties for adult educators. There is 
confusion over whether andragogy is a theory of teaching; 
there is confusion over the relationship between adult and 
child learning; and there is ambiguity over whether 
andragogy deals with theory or practice [Davenport, 1987; 
Hartree, 1984]. 
The concept, which was introduced to adult educators in 
the United States by Malcolm Knowles in 1968, has its 
theoretical and philosophical bases in the work of John 
Dewey, Erik Erikson, Jerome Bruner, Abraham Maslow, and Carl 
Rogers [Daly, 1980]. It combines elements from humanistic 
psychology with a "systems" approach to learning. Like the 
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humanists, Knowles believes that the methods and techniques 
of andragogy involve the individual most deeply in self- 
directed inquiry [Daly, 1980]. Prior to its introduction by 
Knowles in the United States, the concept was introduced to 
Europe by German Eduard Lindeman in the mid 1920s. 
Andragogy takes the view that adults learn differently 
from children [Knudson, 1980]. It is posited on some key 
assumptions about adult learners that distinguish them from 
child learners: the deep psychological need of adults to be 
self-directing; the valued role of the learner's experience; 
the readiness of the adult to learn; the adult's 
psychological orientation to learning [Somers, 1988; Godbey, 
1978]; and intellectual maturity [Lam, 1985]. 
Central to the assumptions of andragogy is the adult 
learner's self concept [Merriam, 1987; Wilson & Burket, 
1989; Brundage & MacKeracher, 1980]. Comprehension of the 
concept of the self is crucial to both the theory and 
practice of teaching adults [Jarvis, 1983]. The research 
suggests that there is a certain self concept profile that 
is prone to andragogical orientation and methods. 
Researchers have identified several areas in which the self 
concept influences adult learning situations: 
• Adults who value their own experience as a rich 
resource for further learning or those whose 
experience is valued by others are better learners 
[Landvogt, 1970; Combs, 1974; Thibodeau, 1979; 
Pine & Boy, 1977]. 
Adults are more concerned with whether they are 
changing in the direction of their own idealized 
self concepts than with meeting objectives 
established by others [Huberman, 1974; Lam, 1985]. 
Adults learn best when they are involved in 
developing learning objectives for themselves 
congruent with their current and idealized self 
concept [Tough, 1971; Rubin, 1969; Smith, 1976]. 
Adults react to learning experiences out of an 
organized whole self-concept and perceive the 
experience as an integrated whole [Kidd, 1968; 
Brim, 1966]. 
Adults whose self concepts includes a self-seen- 
as-learner are more likely to enter into learning 
situations and achieve higher levels of 
intellectual perfection. This role is perceived 
favorably if the adult thinks learning and change 
are as much a part of life as work and family. If 
the adult views learning as "just for kids" or as 
non-responsible behavior, then participation is 
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much less likely [Brundage & Mackeracher, 1980]. 
This self-seen-as learner role appears to be an 
essential component in learning how to learn 
[McCluskyf 1970]. 
• Adults with higher self-esteem and more positive 
self concepts are more ready to accept change 
[Klopf, 1969]. There is a positive correlation 
between flexibility, ego-differentiation, and 
self-esteem [Ibid.] 
• Adults have already developed organized ways of 
focusing on, taking in, and processing 
information. Their cognitive style, which grew 
out of their past experiences, remains relatively 
constant [Brundage & MacKeracher, 1980]. 
Andragogical style emphasizes collaborative efforts 
between and among students and faculty [Knowles, 1984], and 
is rooted in the belief that knowledge is inherently social 
in nature [Sheridan, 1989; Conti, 1978]. Bergevin [1967], 
Brookfield [1986], Houle [1972], Knowles [1980], and Rogers 
[1969] make similar statements about the value of shared 
authority and collaboration in adult education. Pratt 
[1988] criticizes this view for its lack of consideration of 
three interacting sets of variables: situational, learner. 
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and teacher. The research has demonstrated that 
andragogical orientation in adult learners can be defined, 
measured, and evaluated and that orientation may vary 
according to age, sex, intellectual maturity, and other 
variables [Davenport & Davenport, 1985]. 
Several major studies have failed to provide backing 
for andragogy as a universal model for adult education 
[Rosenblum & Darkenwald, 1983; Mclaughlin, 1971; Conti, 
1985]. Other experts have openly criticized andragogy's 
basic assumptions about adult learners. Pratt [1988] 
contends that adults vary considerably in their desire, 
capability, and readiness to be self-directing in their 
learning. He perceives self-direction as a situational 
attribute dependent upon the learner's competence, 
commitment, and confidence at a given moment in time. 
Brundage & MacKeracher [1980] argue that some adults have 
never learned basic behavioral patterns for independence, 
and may be incapable of functioning in ways demanded by 
andragogy. Thompson [1989] suggests that the andragogical 
approach is a necessary but not sufficient model for adult 
educators to use, and that the best methodology is 
contingent upon the circumstances [Goodnow, 1982; Knudson, 
1980]. The problem with lumping all adult learners together 
is that it overlooks diversity among individual adults, yet 
that very diversity of experience is one of the basic 
building blocks of andragogical methods [Feuer & Gerber, 
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1988]. In recent years, even Knowles himself modified his 
earlier position, by qualifying andragogy as a situational 
model [Ibid.]. 
This study examines the situational model of andragogy 
by examining the relationship between one learner variable, 
that of self concept, and adult learning orientation, as it 
impacts the design of a career transition program for 
retired professional football players. 
Self Concept 
As previously discussed, the self concept plays a 
central role in andragogy. The self concept determines 
behavior and provides a screen through which all else is 
seen, heard, evaluated, and understood [Elkins, 1985]. The 
self concept is an individual's description of himself or 
herself formed from the interpretation of perceived feedback 
from within the self and from others [Brundage & 
MacKeracher, 1980]. Operationally, it takes the form of the 
constellation of actional and verbal behaviors which persons 
direct towards themselves [Miskimins, 1967]. The self 
concept contains both a cognitive element, which provides an 
organizing principle for the beliefs about the self 
[Miskimins, 1967; Brundage & MacKeracher, 1980; Elkins, 
1985] and an emotional element, which provides an affective 
framework for the individual to compare himself or herself 
with others and with the ideal self [Miskimins, 1967; 
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Brundage & MacKeracher, 1980]. Although both elements 
impact the adult in a learning situation, it is primarily 
the emotional element which impacts the adult's motivation 
to enter a learning situation [Kidd, 1968]. 
Feelings and emotions are to be found in any learning 
situation. If learning is associated with past failures, 
the adult will stay away [Ibid.]. If the learning situation 
appears to threaten the self concept and produce fear or 
incompetence, the adult is not likely to participate 
[Wlodkowski, 1985]. An adult learner whose self concept 
does not include the ability to be self-directing or engage 
in collaborative learning is not likely to enter a learning 
situation where the only educational methodology offered is 
of an andragogical nature [Kidd, 1968]. 
For the professional football player, there is an 
additional aspect of self concept that must be considered: 
the depth of identification that many men develop with their 
roles as athletes. As Goode [1982] has pointed out, there 
is a grudging movement toward equality of the sexes. One of 
the outcomes of this movement has been the erosion of 
traditional bases of male identity and privilege. As a 
result, sport has become one of the few remaining 
"masculinity-validating" experiences [Dubbert, 1979]. For 
the general populace, this refuge exists on a symbolic 
level, but the professional athlete experiences this on a 
personal and existential level. The camaraderie and "locker 
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room mentality" present in professional football teams 
define and reinforce the athlete's "macho" concept of 
himself, an identity which appears solid as long as the 
relationships which reinforce that concept are intact 
[Messner, 1985]. However, when the relationships upon which 
the athlete has based his sense of self are severed, he is 
most likely to experience a severe identity and life crisis 
which may precipitate the reexamination and eventual 
restructuring of the self concept [Wolff & Lester, 1989]. 
The Professional Football Player 
Professional athletes begin when young to base their 
self concepts upon athletic performance, often neglecting 
education and participation in other social domains [Nelson, 
1983]. When faced with the termination of their athletic 
careers, they often lack the skills and credentials to move 
easily into other occupations [Ball, 1976]. This process is 
set in motion by the athlete's personal commitment to 
develop his athletic skills and by institutions of higher 
education for which college football is a major source of 
revenue [Cramer, 1986; Ervin et al, 1985; LeUnes & Nation, 
1982; Purdy, 1982]. Even before he enters the professional 
leagues, the college player is locked into a system with a 
vested need to perpetuate itself by overprotection and 
depersonalization of its athletes, and the adoption of 
short-sighted remedial measures to deal with their personal 
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and academic deficiencies [Remer & Tongate, 1978]. Boone 
and Walker [1987] found that college football players at 
Memphis State University felt exploited in the university's 
pursuit of a winning record and athletic income. Other 
researchers have found that many college football players 
lack realistic life expectations and goals, social and 
academic skills, self-confidence, sensitivity, and 
opportunity for psychosocial maturation [Remer & Tongate, 
1978; Paul, 1986; Lanning, 1982; Adler & Adler, 1985; Sowa & 
Gressard, 1983; Stuart, 1985]. Kennedy and Dimick [1987] 
found that college athletes in revenue producing sports 
scored no higher than the 9th grade level on the Career 
Maturity Inventory. Kennedy [1986] found a significant 
difference in career maturity between student athletes and 
the general student body. Antonek [1989] found that 
athletes in revenue-producing college sports are less 
autonomous than those in non-revenue producing sports. A 
study conducted by Blann [1985] suggested that participation 
in intercollegiate athletics at a high level of competition 
may detrimentally affect students' ability to formulate 
mature career and educational plans. 
For those college players who are chosen to play in the 
National Football League, their activities as professional 
athletes usually become central to their identities, and the 
fame during the "glory days" increases the importance of the 
football career to their self concept. Upon retiring. 
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status and social identity are lost. The retirement process 
for professional athletes has been compared to dying, 
because of the loss of self concept based upon their careers 
[Wolff & Lester, 1989], The disengagement process and 
subsequent career and life transitions may be hindered when 
the athlete derives a high degree of personal identity from 
the sports role [Chartrand & Lent, 1987], The athlete's 
extreme dependance upon his athletic performance and status 
as a basis for his self concept may create severe 
difficulties during disengagement. When the football career 
ends, the athlete is faced not only with physical, 
financial, and occupational problems, but also with the 
termination of his relationship with his activity and his 
teammates [Messner, 1985], Because retirement also comes 
early for professional football players, at age 30 or 40 
rather than at age 65, it is even more traumatic [Ball, 
1976; Pitts et al, 1987], There is some evidence that the 
trauma is caused not by the actual retirement event, but 
rather by the lack of preparation for life after the 
competitive career [Hughes, 1990], 
This interpretation is supported by Roe [1984], who 
found a positive correlation between positive self image and 
financial planning for post-football life in a sample of 
former professional football players who had played for at 
least nine years and had been retired for between four and 
twelve years. 
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Reynolds [1983] found a relationship between high self 
esteem and voluntary retirement from football, suggesting 
that control of the timing of the retirement event is 
important to its impact upon the individual. 
Transition Theory 
Not only have the subjects of this study been subjected 
to a series of developmental problems prior to the 
inception of their professional football careers, their 
careers were terminated by a transition experience which 
prior research has found to be associated with severe 
adjustment problems in at least two thirds of those leaving 
football [Pitts et al, 1987]. 
Because this earlier study found that such a high 
percentage of players experience problems during their 
transition out of professional football to retirement, this 
study includes a discussion of subject-designed self concept 
topics within the framework of transition theory. This was 
done in order to determine whether concerns would emerge 
which were related to issues present in a significant 
transition experience, as presented in Schlossberg's model. 
A transition can be said to occur if an event or a 
series of related events results in a change in assumptions 
about oneself (self concept) and the world. This change 
requires a corresponding change in one's behavior and 
relationships [Schlossberg, 1981]. This definition of 
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transition grows out of crisis theory, the foundations of 
which were laid by Erich Lindemann's classic study of grief 
reactions [1965]. Moos and Tsu [1976] define crisis as a 
disturbance of the equilibrium, an "upset in the steady 
state" of relatively short duration during which a person 
has to work out new ways of handling a problem. 
In place of "crisis", Parkes [1971] proposed the term 
"psychosocial transition", defined as the necessity to 
abandon one set of assumptions about the self and develop a 
new set for coping with the newly altered life space. The 
term "transition" is also preferred by other researchers. 
Levinson and his associates [1977] view developmental 
transition as a turning point or boundary between two 
periods of relatively greater stability. Spierer [1977] 
defines transition as any change that has important 
consequences for human behavior. 
Weiss [1976] and Moos and Tsu [1976] point out that 
transitions may be for either better or worse. Schlossberg 
[1981] and Lieberman [1975] agree that the outcome of a 
transition is not always positive, but neither is it always 
negative. Interviews with men whose jobs have been 
eliminated suggest that the outcome of one transition may 
have both positive and negative elements for the same 
individual [Schlossberg, 1981]. Although the initial impact 
of the event is a terrifying experience, worse than all the 
other ones they have experienced, after three months the 
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impact was perceived as an opportunity to explore more 
options. 
The research points out that difficult transitions can 
be destructive, yet can also lead to new levels of personal 
growth if certain coping strategies are employed. Benoliel 
[1985] suggested that experience with transitions involving 
loss contributes to the development of personal autonomy and 
the capacity to cope with change. Significant losses often 
serve as turning points in individuals' lives and lead to 
new perspectives on what is important. Suffering appears to 
be necessary for adaptation and integrating a transition 
into a life plan that is creative and open instead of 
diminished. Kessler [1987] found that crisis transitions 
can stimulate positive shifts in life perspective and 
heighten awareness of the human condition. Jaffe [1985] 
argued that a painful and disconfirming transition may lead 
to a creative restructuring of the self. Processes that 
facilitate this process include self-definition as a person 
taking an active role, the presence of a deep relationship 
to others, and the role of being a public witness concerning 
issues raised by the struggle. He concluded that the 
dynamic central to self-renewal is the rediscovery of some 
sense of meaningful psychological control over life. 
Kaffman and Talmon [1984] examined persons who had 
successful postdivorce adjustments and found that the 
divorce transition represented a turning point in their 
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personal growth. Factors which contributed to the gainful 
outcome were: reinvestment of mental imagery, freedom from 
fear, supportive love affairs, increased work activity, 
individual helpers/network support, and divorce therapy. 
Guyotat [1984] studied the impact of life changes on 
physical health and psychic balance. He argued that 
problems can arise from oversimplification of defining the 
change event, including what constitutes its reference 
points in reality, and what determines its place in a 
sequence or chain of other events. Gould [1981] proposed a 
Catastrophe Predicting Dynamic (CPD) that links a person's 
internal systems of thought and emotion to transitions. 
The CPD colors the perception of events, maintains 
rigidities, interferes with learning from experience, and 
creates confusion between actual immediate dangers and 
ancient pain and dangers that occurred in the past under 
entirely different conditions. 
Schlossberg [1981] noted that it is not the transition 
itself that is critical, but how much it alters roles, 
relationships, rules, and assumptions. She also identified 
four elements of transitions useful in predicting how well 
an individual will adapt: situation, self, supports, and 
strategies• 
Chan, Chan-Ho, & Chan [1984] asked 261 members of a 
university community to rate 69 life events on a scale of 
"upsettedness" in order to scale their perceptions of life 
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events and explore status-group differences in perceptions 
of life events. The study suggests that adjustment, 
control, and desirability are event attributes that capture 
different aspects of perception of life events. Kale and 
Stenmark [1983] compared four life event instruments for 
their ability to predict emotional adjustment in a sample of 
127 adults ranging from 17 to 61 years old and found that 
undesirable events alone largely explained the relationship 
between life event scores and adjustment. 
In a study of 75 widowed women, Remondet et al [1987] 
found that behavioral rehearsal was associated with 
decreased emotional disruption and better adjustment to life 
after the death of their husbands, while cognitive rehearsal 
was associated with increased emotional disruption. 
Blackburn and Greenberg [1987] found that friendships, 
social activities, and churches assumed a greater support 
role over that of family for widows. Ben-Sira [1983] found 
that the weight of individual resources and primary group 
support in facilitating readjustment was greater than the 
effect of the severity of the transition. 
Rosenbluh [1984] prescribed a 5-step plan for total 
relaxation to assist in learning successful coping behavior. 
Perlman [1975] offered methods of conscious intentional 
coping such as identification of the problem, limiting 
scope, relationship of feeling to action, and rehearsal for 
action. Menninger [1988] proposed that morale is a useful 
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indicator of successful adaptation, as it reflects the sense 
of self going through the process of change. Lurie [1977] 
suggested several approaches to life planning methods for 
coping with transitions. Short and Hess [1983] stressed the 
need for research in natural settings, for only when the 
person, the environment, and their interaction are studied 
can research yield generalizations relevant to understanding 
real people in real life. 
CHAPTER 3 
DESIGN AND METHODOLOGY 
Research Design, Methods, and Procedures 
The overall design for the study is a mail sample 
survey of 200 retired professional football players. This 
method was chosen for several reasons. First, it guaranteed 
anonymity for the subjects. As the study, particularly that 
aspect which gathered data on self concept, required 
sensitive self disclosure, it was felt that anonymity was 
important for truthful responses and an acceptable response 
rate. Second, it was the most efficient method of gathering 
data, as the subjects were located in all fifty of the 
United States. Third, the survey instruments provided a 
means of quantifying the subjective topics of andragogical 
orientation and self concept. Fourth, the study's sample 
had participated in a prior study [Rhodes, 1990] related to 
career transition which was also conducted by mail survey, 
so the subjects were familiar with the method of data 
collection. It was felt that selection of the same method 
for this subsequent study would yield a high response rate. 
This study modified and employed two instruments to 
test its hypotheses and one model to analyze the impact of a 
key "marker event" [Raddock, 1989] upon the subjects. The 
instruments were administered by mail survey. Subjects were 
advised in a cover letter that the research was being 
conducted to follow up on a prior needs assessment survey 
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[Rhodes, 1990] which indicated a strong interest in the 
development of a career transition program for the subjects 
and their peers. 
A sample of 200 (discussed below) was selected at 
random from 463 respondents to a prior survey on a related 
topic. A database was built using Dbase III software to 
include the following data fields: name, address 1, address 
2, city, state, zip code, home telephone, work telephone, 
and salutation. Each record was assigned a unique three 
digit identification number for the purpose of tracking the 
survey responses. 
A cover letter (see Appendix) to accompany the surveys 
was prepared using Word Perfect 5.1. Word Perfect's mail 
merge feature was used to access each subject's name, 
address, city, state, zip code, and salutation and to create 
an individual, personalized letter. The 200 letters were 
then printed individually on an IBM Quietwriter III Printer 
5202. Each letter was signed individually by the 
researcher. 
Along with the letter, each subject received five 
enclosures (see Appendix): the Adult Learner Orientation 
Questionnaire, Miskimins Self-Goal-Other Discrepancy Scale 
I, a summary sheet detailing the results of the prior 
survey, an information sheet explaining the purpose of the 
research and the researcher's credentials, and a postage- 
paid return envelope addressed to the researcher for the 
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return of the completed surveys. Both survey instruments 
are described in a separate section below. 
The Student's Orientation Questionnaire was modified 
and retitled The Adult Learner Orientation Questionnaire. 
The original instrument was reformatted using Lotus 3.1, and 
the original printed on an Epson Laser printer. Duplicates 
were then made at a local printer. 
Copies of Miskimins Self-Goal-Other Discrepancy Scale I 
were ordered from The Rocky Mountain Behavioral Science 
Institute. The original instrument was modified to 
eliminate the section requesting data identifying each 
subject by name, age, and other personal characteristics. 
This section was covered by a blank, self-adhesive label on 
each survey. The personal construct section was also 
modified to increase the number of possible subject 
responses from five to ten. In addition, in the personal 
construct section, subjects were asked to respond only on 
one dimension, their view of themselves, and not the three 
dimensions of self, goal, and other requested in part one of 
the questionnaire. 
In order to track the return of the surveys and examine 
each pair for possible relationships, each pair of surveys 
was stamped with the unique identification number assigned 
to each subject in the DBase III file. Each survey was also 
stamped with the message "Please Return by July 30", or 
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"Please Return by August 15, depending upon the date which 
they were mailed. 
The packages were then assembled and mailed in 8 1/2" 
by 11" manila envelopes. They were addressed using mailing 
labels prepared on Avery Label Pro software and the large 
italic font. Each envelope was also stamped with the 
researcher's return address and the message "Address 
Correction Requested" in order to update the address file. 
Each subject was asked to complete one Self-Goal-Other 
Discrepancy Scale and one Adult Learner Orientation 
Questionnaire. Each pair of questionnaires distributed to 
the subjects was assigned a unique numerical identification 
number to guarantee subject anonymity. The matching numbers 
enabled the researcher to correlate questionnaire responses 
at both the group and individual level. 
The initial mailings brought 100 responses (50% of the 
200 sampled)• Eighteen additional surveys were returned due 
to expired forwarding orders. The researcher conducted a 
telephone follow up to those subjects who had not returned 
their surveys. The follow up resulted in the return of an 
additional 40 surveys by mail within the next two weeks, for 
a total sample of 140 of the original 200, or 70%. The non 
respondents were distributed equally among the 7 groups. 
Selection of Sample 
The sample was selected from 463 retired members of the 
National Football League Players Association who 
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participated in a prior survey [Rhodes, 1990] designed to 
determine whether there was a need for a transition program 
to assist retiring professional football players adjust to a 
new career. Of the 473 who responded to the prior study, 
468 (99%) indicated that they perceived a strong need for 
such a program, and 463 (98%) expressed interest in 
assisting with its design and implementation. As such a 
high percentage of the subject responses were the same, the 
sample drawn from these subjects will have the same 
representativeness as the original group. 
One may also conclude that the responses to the prior 
study are indicative of a strong interest in the successful 
implementation of this project. It was expected that this 
interest would generate a high response rate to the survey 
instruments. The 70% response rate met that expectation. 
Instruments 
Two instruments were modified for the data collection 
in this study: Miskimins Self-Goal-Other Discrepancy Scale 
I (MSGO-I) [Miskimins, 1967] and the Student's Orientation 
Questionnaire [Christian, 1983]. 
Miskimins Self-Goal-Other Discrepancy Scale-I 
Miskimins' Self-Goal-Other Discrepancy Scale-I (MSGO-I) 
is a psychometric device for measuring self concept in 
adults (see Appendix). The form is suitable for group 
administration and provides a very complete description of 
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self concept. This instrument was chosen above the more 
widely used Minnesota Multiphasic Personality Inventory 
(MMPI), for its relative simplicity and small time 
commitment required for subject completion. It was believed 
that these characteristics would produce a higher response 
from the subject sample than a more complex instrument. 
MSGO-I has one additional advantage over other current 
instrumentation in the area of self concept. While other 
instruments are based primarily upon two variables, the self 
concept and the "ideal" self concept, MSGO-I's addition of a 
third variable, perceived responses of others, allows for a 
much more detailed description of the self, as perceptions 
of how one is doing in relation to others play a central 
role in determining the self concept and consequent 
behaviors. 
The instrument asks subjects to rate themselves on each 
of fifteen bipolar dimensions from three different 
perspectives: as they are, as they wish to be, and as they 
believe they are perceived by others. Up to nineteen 
different scores can be computed from these ratings: three 
each measuring self concept, goal self concept, perceived 
response of others, and personal, plus seven discrepancy 
scores based on the differences between the first twelve. 
In addition to the scale's original fifteen standard 
items, there are five blank items in which the researcher or 
the subject can insert his or her own dimensions. For this 
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study, this section was revised as described in the 
methodology section. Subjects were instructed to insert 
their own constructs for a measure of personal self concept 
which would be used to determine the severity of the 
retirement transition experience using the framework of 
Schlossberg's model of human adaptation to transition. 
The scoring procedure for MSGO-I is somewhat complex, 
yet it provides for the tabulation and retention of a large 
amount of data. The instrument includes a hand-scoring 
summary sheet (see Appendix) constructed to accommodate 
complete transcribing of all data, computation of various 
subscores and totals, and transference of data for computer 
analysis if needed. 
Several levels of data interpretation are possible. 
The first, and perhaps most relevant to this study, is the 
measurement of self concept from four different 
perspectives: general, goal, as perceived by others, and 
personal. The composite score of items 1-5 on the 
instrument provide an index of general self concept; items 
6-10 measure social self concept; items 11-15 measure 
emotional self concept; items 16-25 measure personal self 
concept. All four perspectives of self concept can be 
measured in terms of one's view of oneself, one's goal for 
oneself, and one's perceived response of others to oneself. 
The discrepancies between the scores can also be computed 
and plotted on a profile sheet to develop a holistic view of 
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each subject's self concept. The instrument's manual 
provides tables of normative scores and interpretation of 
the various permutations of discrepancies. 
The validity of MSGO-I has been well established 
through a large number of converging researches. Validity 
and reliability studies conducted on this scale have shown 
have sound psychometric characteristics. Reliabilities of 
.80 and .87 were obtained in test-retest indices of self 
concept [Miskimins, 1967]. 
This instrument was modified to guarantee anonymity for 
the respondents. A set of computer-generated numerical 
labels was placed over the personal information section at 
the start of the instrument. An identical set was affixed 
to the other instrument, the modified Student Orientation 
Questionnaire. Each subject completed one of each 
questionnaire, both with identical identifying numbers, so 
that the responses could be correlated for individual 
subjects. A copy of this instrument and the scoring sheet 
can be found in the Appendix. 
The Student's Orientation Questionnaire 
The second instrument which was modified (see 
methodology section) and employed is the Student's 
Orientation Questionnaire [Christian, 1983], which measures 
andragogical-pedagogical orientation. This instrument was 
39 
developed to measure students' educational attitudes and 
preferences on six subscales. 
Subscale 1, purpose of education, examines what the 
learner perceives to be the objectives of the educational 
environment. Some may perceive the purpose to be the 
transmission of cultural and social concepts, while others 
may believe it to be the guidance of students to social 
change. Still others may view it as the teaching of 
traditional skills or the development of new ones. The 
statements on this Subscale examine the purpose and 
procedures of education as the learner believes they should 
be. 
Subscale 2, nature of learners, examines the learner's 
desire and ability to assume responsibility for the content 
and process of the learning experience. Some learners 
expect to be treated as children and accept a dependency 
relationship. They expect to be "force-fed” and assume they 
will have no say about the goals or subject material. 
Learners whose life experiences have fostered self-direction 
often cannot accept the parent-like instructor. They expect 
to have freedom in learning and to share the resources of 
their fellow learners. 
Subscale 3, characteristics of learning experiences, 
examines the role of the instructor. Some students believe 
that the instructor should take full responsibility for all 
that is to be learned. One who takes this position must 
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accept the instructor's word as the absolute truth in order 
to reach the implicit goal of "not to fail" rather than "to 
achieve." On the opposite end of this subscale fall 
learners who feel the instructor should be a facilitator of 
learning. 
Subscale 4, management of learning experiences, 
examines the source of direction and control of learning. 
Some learners prefer to be told what is to be learned, 
assigning full responsibility to the instructor. Others 
prefer an instructor with a facilitative style to guide them 
in achieving their fullest potential. These learners 
believe that responsibility for learning should be shared. 
Subscale 5, evaluation, examines whether the teacher or 
learner should evaluate learning. Some learners prefer that 
the instructor should assume full responsibility for 
evaluation through traditional grading systems. Others 
prefer to evaluate their own learning based upon the 
achievement of their self-designed goals. The latter view 
utilizes dissatisfaction with one's own lack of achievement 
as a motivator for learning. 
Subscale 6, relationships between educator and learner 
and among learners, examines the behavior of instructors and 
learners in the classroom, with emphasis on competition, 
manipulation, and interpersonal dynamics. Some learners 
prefer those relationships to remain strictly impersonal and 
receive grades based on competition. Others prefer a warm. 
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trusting relationship where mistakes can be made safely and 
experiences shared. 
The statements from the six subscales are dispersed 
throughout the questionnaire in a random manner. Responses 
to these dimensions identifies a learning style responsive 
to either collaborative, informal education (andragogical 
orientation) or authority-oriented, formal instruction 
(pedagogical orientation) [Davenport & Davenport, 1985]. 
Each of the subscales is represented by between five and 
nine items on the questionnaire. The instrument contains 
fifty statements. Twenty-five are constructed to elict 
scores indicating agreement from learners with a preference 
for andragogical methods; the remaining twenty-five to 
elicit disagreement. The twenty-five items expected to 
elicit agreement are referred to as "andragogically 
oriented," while the twenty-five expected to elicit 
disagreement are referred to as "pedagogically oriented." 
Each of the fifty statements requires one of five responses 
on a Likert scale. Andragogically-oriented statements are 
scored from 5 for "almost always" to 1 for "almost never." 
Pedagogically-oriented statements are scored in reverse 
order, with 1 for "almost always" to 5 for "almost never". 
The total of the scores from all fifty statements equal the 
score for total andragogical orientation. Figure 2 (see 
Appendix A) details the distribution of questionnaire items 
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among the six subdimensions and andragogical or pedagogical 
orientation. 
The Student Orientation Questionnaire (SOQ) was adapted 
from questionnaires previously developed by Hadley [1977] 
and Kerwin [1979]. Hadley's Educational Orientation 
Questionnaire (EOQ) was used to determine the orientation of 
instructors. Kerwin then developed the Education 
Description Questionnaire (EDQ) from the EOQ to determine if 
the student's and instructor's perceptions of the 
instructor's orientation were the same. The SOQ was 
developed to measure student preferences, attitudes, and 
beliefs about education. 
Although this instrument is entitled the Student 
Orientation Questionnaire, it is interesting to note that 
Christian actually designed it for, and administered it to, 
three groups of adult learners: military personnel in 
mandatory training, civilian government employees in 
mandatory training, and a mixture of these two groups in 
voluntary education. Consequently, it required minimal 
revision for the purposes of this study. 
The jury method of validation was used to test the 
content validity of each question and the overall content 
validity of the instrument [Christian, 1983]. The original 
version of the instrument, containing 60 questions, was 
mailed to thirteen leaders in the adult education field by 
Dr. Wayne B. James, Associate Professor of Adult Education 
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at Oklahoma State University. Twenty-five of the sixty 
questions were validated as measures of andragogical 
orientation; twenty-five as measures of pedagogical 
orientation. The remaining ten questions were eliminated 
from the instrument. 
Reliability of the SOQ was determined by use of Kuder- 
Richerson Formula 21, which yielded a reliability 
coefficient of .77. This coefficient estimates how close 
you would come to the same score if you gave a parallel form 
of the test. Reliability coefficients higher than .60 are 
acceptable in teacher made tests rShort-Cut Statistics to 
Teacher Made Tests. 1964]. 
This instrument was modified slightly for this study. 
As all of the subjects are adult learners, the term 
”student" was replaced by "adult learner", and the 
instrument was renamed the Adult Learning Orientation 
Questionnaire (ALOQ)• In addition, the last page of the 
ALOQ replaced the SOQ's questions about the subject's age, 
sex, civilian or military status, and educational level with 
a request for the number of years since retirement from the 
National Football League. These questions in the SOQ are 
irrelevant to this study, while the replacement questions in 
the ALOQ gathered data relevant to this study's hypotheses 
1-4. 
Copies of the original SOQ and the revised version, 
ALOQ, can be found in the appendix. 
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Schlossberq's Model of Human Adaptation to Transition 
In addition to the self concept scores computed for the 
predefined scales in the MSGO-I instrument, this study also 
examines the ten personal construct scales in the context of 
Schlossberg's Model of Human Adaptation to Transition. As 
previously mentioned, the subjects of this study have 
experienced an abrupt transition which prior research 
suggests has a strong impact upon their self concepts and 
their ability to adjust to post-sport life [Pitts et al, 
1987]. A subsequent study suggested that this transition is 
extremely traumatic [Rhodes, 1990]. If those earlier 
findings are supported by this research, then understanding 
the process and duration of the subjects' adjustment period 
becomes critical to the design of a career transition 
program which will meet their changing needs. In an effort 
to gather data to contribute to this understanding, this 
study used the Schlossberg model to categorize and evaluate 
the subjects' responses to the personal construct section of 
the MSGO instrument. 
As the Schlossberg model is intended to integrate prior 
research on transition, the summary presentation which 
follows here includes frequent discussions of those whose 
research contributed to the model's components. The model 
categorizes factors affecting adaptation to transition into 
three groups: characteristics of the transition, 
characteristics of the pre—transition and post-transition 
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environments, and characteristics of the individual. Each 
group is composed of several elements, which can have either 
a positive or negative impact upon the adaptation process. 
Figure 1 summarizes the elements of the model. 
The first broad category of elements is the 
characteristics of the transition itself. The model 
identifies seven elements in this category. The first is 
the transition's effect upon individual role change. Does 
it precipitate a gain or a loss? 
The second transitional characteristic is affect. Some 
transitions, such as getting married or the birth of one's 
first child may be considered positive, as these events 
result in role gains which normally generate feelings of 
pleasure when one becomes a spouse or a parent. Other 
changes, such as the death of a spouse or getting fired may 
be viewed as negative, as they are painful and result in the 
loss of valued roles: one is no longer a spouse or an 
employee. Although the death of a spouse results in the 
gain of a new role, that of a widow or widower, that role 
can hardly be considered a positive one [Schlossberg, 1981]. 
Source is the third characteristic of the transition: 
internal (resulting from a deliberate decision by the 
individual) or external (forced upon the individual by other 
people or circumstances). External transitions bring with 
them a sense of powerlessness and loss of control [Spaulding 
& Ford, 1972]. 
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Characteristics of the Transition 
1. Individual Role Change 
2. Affect 
3. Source of Transition: Internal or External 
4. Timing: On-Time or Off-Time 
5. Onsest: Gradual or Sudden 
6. Duration: Permanent, Temporary, Uncertain 
7. Degree of Stress: Low or High 
Nature of the Pre- and Post- Transition Environments 
1. Interpersonal Support Systems 
2• Institutional Support Systems 
3. Physical Setting 
Characteristics of the Individual 
1. Psychological Competence: Self, World, 
Behavioral Attitudes 
2. Sex and Sex-Role Identification 
3. Age and Life Stage 
4• State of Health 
5. Race and Ethnicity 
6. Socioeconomic Status 
7. Value Orientation 
8• Previous Experience with a Similar Transition 
Figure 1: 
Schlossberg's Model of Human Adaptation to Transition 
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Because internal transitions are voluntary, they are 
accompanied by a relative sense of control by the individual 
undergoing the transition. 
The fourth characteristic is that of timing: on-time 
vs. off-time. According to Neugarten [1977], there exists a 
social timetable for the ordering of major life events, and 
most adults have built in ’’social clocks” to judge whether 
they are "on-time" or "off-time" with respect to those 
events. 
To be off-time, whether early or late, may carry 
psychological penalties, including a self-perception 
characterized by deviance and inferiority [Schlossberg, 
1981]. 
The onset of the transition can be characterized as 
gradual or sudden. Gradual transitions may be less 
traumatic, as they allow time to prepare for them. Atchley 
[1975] suggests that the pain of some unpleasant transitions 
can be eased through "anticipatory socialization", a 
rehearsal of future roles. The suddenness and 
unexpectedness of an abrupt change can cause the individual 
to endure a period of numbness and apathy during which he is 
unable to accept what happened and unable to take action 
[Schlossberg, 1981]. 
Transitions can be of permanent, temporary, or 
uncertain duration (the sixth characteristic). A transition 
that is painful and unpleasant may be more easily borne if 
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one is assured it is of limited duration. The greatest 
degree of stress and negative effect is associated with 
transitions whose durations are uncertain [Chodoff, 1976]. 
The final characteristic of transitions is the degree 
of stress experienced: low or high. High stress transitions 
present greater adaptation difficulties than low stress 
ones. 
The second broad category which the Schlossberg model 
considers is the nature of the pre- and post-transition 
environments. The first element in this category concerns 
the nature of the individual's interpersonal support 
systems: intimate relationships, family unit, and network 
of friends• 
Studies done on survivors of Nazi concentration camps 
[Dimsdale, 1974] and the crew captured in the Pueblo 
incident [Spaulding & Ford, 1972] suggest that individuals 
in crisis transitions need strong group support to survive. 
Even in less demanding transitions, the more interpersonal 
support an individual has, the more likely he is to 
experience the transition in a positive manner [Schlossberg, 
1981]. 
The second element is that of institutional supports 
such as occupational organizations, religious institutions, 
community support groups, and social welfare agencies 
[Lipman-Blumen, 1976]. The greater the number of 
institutional supports, the more options and resources an 
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individual has to help manage the negative aspects of a 
transition. 
The final factor in the pre- and post-transition 
environments is physical setting. As this factor has 
minimal relevance for this study, it will not be discussed 
here. 
The third category of characteristics influencing 
adaptation to transition are those of the individual 
undergoing the change. Schlossberg's first subheading is 
psychosocial competence, which is comprised of three kinds 
of attitudes: self, world, and behavioral. 
The model posits that the primary attitude towards the 
self predictive of successful adaptation to transition is 
one which promotes a consistent sense of one's own worth. 
This position was previously taken by Tyler [1978], who 
stressed the importance of maintaining self-esteem, a sense 
of worth, and a coherent and consistent self-image for 
successful adaptation to transition. Tyler's model has been 
supported by some empirical testing. 
The world attitudes which Schlossberg proposes are 
predictive of successful adaptation are of those of optimism 
and trust, based upon synthesis of prior research [Tyler, 
1978; Dimsdale, 1974? Lieberman, 1975]. When individuals 
expect positive outcomes in situations and supportive 
behaviors from others, they are more likely to focus on 
those and ignore the negative elements which are 
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inconsistent with their expectations. The behavioral 
attitudes postulated to be most effective include an active 
coping orientation, high initiative, and substantial 
planning [Tyler, 1978; Levine, 1976; White, 1976]. As these 
behaviors render the individual an active director of the 
transition rather than a passive victim, they have a 
tendency to lessen some of the negative impact. 
A second individual characteristic that the Schlossberg 
model considers is that of sex and sex-role identification. 
The relationship between gender and adaptation to transition 
is complex, particularly as traditional sex roles change in 
response to current social and economic forces. Beeson and 
Lowenthal [1975] found that the "person focus" differs for 
the sexes. For men, stress results from changes in their 
own lives; for women, stress results from changes in the 
lives of their husbands, children, or other family members. 
Men, who are unused to feelings of powerlessness 
[Schlossberg, 1981], may experience greater negative effect 
when undergoing a transition over which they have no 
control. 
Age and life stage also impact the nature of the 
transition. The impact of one's age upon adaptation to a 
transition has been shown to be related to the individual's 
perception of whether or not the transition "belongs" to 
his age group [Rosen & Bibring, 1968], and whether or not he 
is "in sync" with others his age. 
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State of health also influences the nature of a 
transition. The individual's state of health not only 
affects the ability to adapt to a transition, but also may 
be a source of stress, as ill health may itself constitute a 
transition [Schlossberg, 1981]. Good health frees the 
individual to concentrate on the immediate actions required 
for managing the transition. 
Race and ethnicity are also factors. One's 
racial/ethnic background may be an isolating factor, making 
transition more difficult or it may present additional 
barriers inherent in discrimination [Schlossberg, 1981; 
Lowenthal & Chiriboga, 1975]. Hill [1965] points out that 
socioeconomic status differences may have an impact upon the 
amount of stress associated with transitions. Lower class 
individuals are limited in income, health, energy, space, 
and ideas for coping. Upper class individuals have less of 
a sense of urgency, as they have more resources at their 
disposal. A change in an individual's socioeconomic status, 
particularly from higher to lower, may also produce stress. 
An individual's value orientation, such as religious 
belief [Thurston, 1975] or strong commitment to an ideology 
[Levine, 1976], has been identified as an important factor 
in facilitating adaptation to a transition. An individual's 
basic values and beliefs influence the ability to adapt to 
transitions [Schlossberg, 1981]. Religious belief is the 
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primary value orientation believed to sustain people through 
difficult life events [Thurnher, 1975]. 
The final factor which Schlossberg's model considers is 
previous experience with a transition of a similar nature. 
The greater the amount of experience, the easier the 
transition, as the experience will have provided the 
individual with practice in handling the difficulties and 
with opportunities to experiment with effective coping 
strategies• 
Data Analysis 
The data were analyzed using the statistical and 
database features of Lotus 3.1. As no formal scoring 
instrument existed for the Adult Learner Orientation 
Questionnaire, the raw scores were entered onto scoring 
spreadsheets designed by the researcher in order to 
construct frequency distributions. The mean, the standard 
deviation, and the variance were then computed using Lotus 
1-2-3 statistical @ Functions. 
The MSGO instrument provided a hand scoring 
spreadsheet. From that, the researcher built a parallel 
computer scoring sheet on Lotus 1-2-3, and verified its 
accuracy by comparing the scores provided by the spreadsheet 
to those computed by hand for six of the subjects. The 
frequency distributions, the mean, the standard deviation, 
and the variance were computed using the same Lotus 
spreadsheets and formulas used for andragogical orientation* 
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Correlation coefficients and analyses of variance were 
computed using Qwikstat software, with a parallel 
computation on Lotus 1-2-3 for three subscales to verify 
accuracy. 
Presentation of Data 
Chapter 4 presents the findings for andragogical 
orientation and self concept from the Adult Learner 
Orientation Questionnaire and Miskimins Self-Goal-Other 
Discrepancy Scale II and analyzes them and their 
relationships in relation to the hypotheses for this study. 
Chapter 5 presents the data extracted from the personal 
construct scales and interprets them in the context of 
Schlossberg's model of human adaptation to transition. 
Chapter 6 presents the study's conclusions, with 
specific recommendations for the design of a career 
transition program to address the subjects' self concept 
profiles. The chapter concludes with a discussion of 
recommendations for further research. 
CHAPTER 4 
ANDRAGOGICAL ORIENTATION AND SELF CONCEPT 
Table 1 presents the distribution of subjects who 
responded by years retired. For ease in discussing the 
findings, group numbers are used to identify the various 
categories of players according to years retired as follows: 
Group 1 Retired 0-5 years 
Group 2 Retired 6-10 years 
Group 3 Retired 11-15 years 
Group 4 Retired 16-20 years 
Group 5 Retired 21-25 years 
Group 6 Retired 26-30 years 
Group 7 Retired more than 30 years 
Andragoqical Orientation 
Hypothesis 1 stated that there is no relationship 
between length of time separated from professional football 
and andragogical orientation as measured by six subscales 
and one composite score in a sample of retired professional 
football players. The instrument used to measure 
andragogical orientation, the Adult Learner Orientation 
Questionnaire, contains fifty statements requiring one of 
five responses on a Likert scale. Possible scores range 
from 1 to 5 for the individual statements, and from 50 to 
250 for the entire questionnaire, with a score of 250 
representing maximum andragogical orientation, and a score 
of 50 representing minimum andragogical orientation. 
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Table 1 55 
Frequency Distribution of Sample By Years Retired 
NUMBER 





































Average Years Retired 17.19 
Variance 71.72 





1 0-5 18 
2 6-10 21 
3 11-15 22 
4 16-20 33 
5 21-25 18 
6 26-30 18 
7 OVER 30 10 
140 
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The 50 statements in the questionnaire are distributed 
among 6 subscales to measure the following components of 
andragogical orientation: purpose of education, nature of 
learners, characteristics of learning, management of 
learning experiences, evaluation, and relationships. Table 
2, which can be found on the following page, provides a 
summary of the mean scores by group for all 6 subscales. 
Tables 9-14, which can be found in Appendix A, present the 
detailed distribution of those data for each of the 6 
subscales described below. 
Andragogical Orientation Subscales 
Purpose of Education 
The Purpose of Education subscale measures the 
learner's perception of the objectives of the learning 
environment. Those with high scores (high andragogical 
orientation) would be expected to prefer objectives that 
empowered learners to learn new skills and to initiate and 
facilitate change, while those would low scores (low 
andragogical orientation) would be expected to prefer 
objectives designed to transmit cultural and social norms, 
as well as to teach traditional skills [Brundage & 
Mackeracher, 1980; Christian, 1983]. 
This subscale is composed of 8 statements (see Figure 2 
in Appendix A) with a possible total score ranging from 8 to 
40. Table 9 (see Appendix A) presents the details of the 
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score of 25.55 (see Table 2). Groups 6 and 1 were the least 
andragogically oriented, while Groups 3 and 4 were the most 
andragogically oriented. Group 2 had the lowest individual 
score, while Group 4 had the highest. Group 4 also had the 
largest range of scores, while Group 6 had the smallest. 
Nature of Learners 
The Nature of Learners subscale measures the learner's 
desire and ability to assume responsibility for the content 
and process of the learning experience. A high score 
suggests a learner preference for self-directed learning 
which draws from the learner's life experiences and the 
shared experiences of others. A low score indicates a 
preference for a dependency relationship upon the 
instructor, with an expectation that the learner will be 
force-fed education, with no input into the goals or the 
material. [Brundage & Macheracher, 1980; Christian, 1983]. 
This subscale is composed of 7 items (see Figure 2), 
with a possible total score ranging from 7 to 35. Table 10 
(see Appendix A) presents the distribution of scores by 
group. The scores ranged from 17 to 34, with a mean score 
of 24.03 (see Table 2). Groups 7 and 5 were the least 
andragogically oriented, while Group 3 was the most 
andragogically oriented. Groups 1 and 5 each had the lowest 
individual score as well as the same range, while Group 3 
had the highest individual score. Group 3 had the largest 
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range of scores, while Groups 6 and 7 had the smallest 
ranges• 
Characteristics of Learning 
The Characteristics of Learning subscale examines the 
role of the instructor. Learners who score high would be 
expected to prefer an instructor with a collaborative 
teaching style which would facilitate self-directed 
learning. The perceived objective would become "to 
achieve". Those with low scores would be expected to prefer 
an instructor with a parent-like teaching style which 
involved directing the educational environment, maintaining 
control, and creating a state of dependency among the 
learners. In this environment, the perceived objective 
becomes "not to fail." [Brundage & Mackeracher, 1980; 
Christian, 1983]. 
This subscale consists of 7 statements (see Figure 2), 
with a possible total score ranging from 7 to 35. Table 11 
(see Appendix A) presents the distribution of scores by 
group. The scores ranged from 17 to 33, with mean score of 
25.10 (see Table 2). Group 1 was the least andragogically 
oriented, while Group 3 was the most andragogically 
oriented. Group 1 had the smallest range, while Groups 2 
and 4 had the largest ranges. Groups 2 and 5 had the lowest 
individual scores, while Group 4 had the highest. 
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Management of Learning Experiences 
The Management of Learning Experiences subscale 
measures the source of direction and control of learning. 
Learners whose high scores suggest a strong andragogical 
orientation would be expected to prefer that they be the 
primary source of direction and control, viewing the 
instructor as a guide. Learners with low scores prefer to 
be told what is to be learned, assigning full responsibility 
for this task to the instructor. [Brundage & Mackeracher, 
1980; Christian, 1983]. 
This subscale consists of 14 statements (see Figure 2), 
with a possible total score ranging from 14 to 70. Table 12 
(see Appendix A) presents the distribution of scores by 
group. The scores ranged from 31 to 55, with a mean score 
of 41.42 (see Table 2). Group 7 was the least 
andragogically oriented, while Group 6 was the most 
andragogically oriented. Group 1 had the smallest range, 
while Group 3 had the largest range as well as the lowest 
and highest individual score. 
Evaluation 
The Evaluation subscale measures the learner's beliefs 
about who should evaluate learning: the instructor or the 
learner. High scores on this subscale indicate a preference 
for learner self-evaluation. This preference is posited 
upon the learner's ability to recognize when he is 
dissatisfied with the achievement of his goals and to use 
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this dissatisfaction as a source of motivation to learn. 
Low scores on this subscale indicate a learner preference 
for the instructor to take full responsibility for 
evaluation utilizing traditional grading systems [Brundage & 
Mackeracher, 1980; Christian, 1983]. 
This subscale contains 5 statements (see Figure 2), 
with a possible total score ranging from 5 to 25. Table 13 
(see Appendix A) presents the distribution of data by group. 
The scores ranged from 9 to 23, with mean score of 14.40 
(see Table 2). Group 1 was the least andragogically 
oriented, while Group 4 was the most andragogically 
oriented. Groups 1, 5, and 6 had the smallest ranges, while 
Group 4 had the largest. Group 7 had the lowest individual 
score, while Group 4 had the highest. 
Relationships 
The Relationships subscale examines learner preferences 
for the interactive behaviors among learners and between 
learners and the instructor in the classroom setting, with a 
focus on competition, manipulation, and interpersonal 
relationships. Learners with high scores on this scale 
would be expected to prefer warm, trusting relationships 
which facilitate the sharing of experiences and an 
environment in which it feels safe to make mistakes. 
Learners who score low on this scale normally prefer an 
impersonal environment in which feedback is given in the 
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form of a grading system. [Brundage & Mackeracher, 1980; 
Christian, 1983]. 
This subscale contains 9 statements (see Figure 2), 
with a possible total score ranging from 9 to 45. Table 14 
(see Appendix A) presents the distribution of scores by 
group. The scores ranged from 22 to 43, with a mean score 
of 29.74 (see Table 2). Group 7 was the least 
andragogically oriented, while group 3 was the most 
andragogically oriented. Group 4 had the largest range, as 
well as the highest and lowest individual scores. Group 7 
had the least variability with the smallest range of scores. 
Total Andraqoqical Orientation 
Andragogical orientation can be viewed as a learner's 
preference for learning environments and instructors 
employing andragogical methods [Christian, 1983] over those 
which do not. The score used to measure total andragogical 
orientation was computed from the combined scores for all 
six subscales. The total of the Likert responses to fifty 
statements in the Adult Learner Orientation Questionnaire 
resulted in a possible total score ranging from 50 to 250. 
As has been mentioned throughout this discussion. Table 2 
summarizes the mean scores for the subscales, as well as for 
the total scores. Table 15 (see Appendix A) presents the 
distribution of the total scores by group. 
The total scores ranged from 122 to 218, with a mean 
score of 160.25. Overall, Group 1, those most recently 
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retired from professional football, was the least 
andragogically oriented, while Group 3, those retired 11-15 
years, was the most andragogically oriented. The scores 
ranged from 122 to 218. Group 4 had the largest range, 
twice that of the smallest range found in Group 6. The 
lowest individual scores were found in Groups 2 and 4, while 
the highest individual score was found in Group 4. The Two 
Tailed test was used to determine whether or not differences 
in andragogical orientation in the various groups were 
significant when compared to the entire sample. For the 
purpose of this study, .05 level of significance was chosen. 
Table 3 presents the tests and their significance. 
The following group mean scores showed significant 
values: 
1. Purpose of education. Group 1. 
2• Nature of Learners, Group 3. 
3. Management of Learning, Group 1. 
4. Evaluation of Learning, Groups 1 and 5. 
5. Total Andragogical Orientation, Group 1. 
Thus this study's first hypothesis, which states that 
there is no relationship between length of time separated 
from professional football and andragogical orientation as 
measured by six subscales and one composite score in a 
sample of retired professional football players is rejected 
for overall andragogical orientation for group 1 only. For 
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found between overall andragogical orientation and years 
retired. It is important to note, however, that Group 3 was 
significant for Nature of Learners, and Group 5 was 
significant for Evaluation of Learning, even though neither 
group was significant for Total Andragogical Orientation. 
Self Concept Scores 
The instrument used to measure self concept, Miskimins- 
Self-Goal-Other Discrepancy Scale I, assumes that the self 
concept contains three elements: General Self Concept, Goal 
Self Concept, and Self-As-Perceived-By-Others. 
General Self Concept refers to the cognitive scheme 
that individuals develop about themselves. It is more 
useful to think of the self concept as referring not to one, 
but to numerous related attitudes and beliefs about the 
self. Operationally, this aspect of self concept manifests 
as a constellation of actional and verbal behaviors which 
individuals direct toward themselves. Examples of such 
behavior would be a self-description of an individual's 
intellectual capacity or the purchase of a showy sports car. 
Goal Self Concept refers to the ideas which individuals 
hold regarding themselves as they would like to be. 
Operationally, this aspect of self concept manifests as 
actional and verbal behaviors which individuals direct 
toward themselves as they would like to be. Examples of 
such behavior would be enrolling in law school, learning to 
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speak a foreign language, or beginning a physical fitness 
program. 
Self-As-Perceived-By-Others, the third major element of 
self, refers to the concepts individuals hold of themselves 
as they feel others perceive them. An example of the 
operational behavioral manifestation of this element would 
be an individual selecting clothing to wear to a social 
event based upon who else would be attending that event. 
Each of the three major elements of self concept are 
further divided into three subscales: general, social, and 
emotional. Each major self concept category contains 15 
bipolar scales: 5 measure general subscales, 5 measure 
social subscales, and 5 measure emotional subscales. The 
questionnaire asked subjects to provide one of 9 responses 
on a Likert scale for each of the items, with a score of 1 
representing the most positive and a score of 9 representing 
the most negative. Each of the bipolar scales in the three 
self concept categories has a total possible scoring range 
of 5-45. Each combined self concept category, composed of 
the totals of 3 subscales, has a total possible scoring 
range of 15 to 135. In all cases, the higher the score, the 
more negative the self concept. 
The mean scores by group for all self concept subscales 
and combined totals are summarized in Table 4, which can be 
found on the following page. Tables 16 through 27, 
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presenting the distributions of the scores for each subscale 
by group, can be found in Appendix A. 
General Self Concept 
The distribution of scores for the general subscale of 
general self concept ranged from 5 to 26, with a possible 
range of 5 to 45 and a mean of 13.94. The higher the score, 
the worse the perception of self by the respondent. As 
detailed in Table 16, the mean scores for the seven groups 
generally decreased as the number of years retired 
increased. Group 1 had the poorest overall opinion of the 
self, with scores ranging from 11 to 25 and a mean of 18.50, 
while Group 7 had the most favorable opinion of the self, 
with a mean of 10.30. Group 3 had the largest range of 
scores, while Groups 1,2, and 4 all shared the smallest 
range. 
The second subscale of general self concept, the social 
aspect, showed a pattern similar to that of the general 
subscale. As shown in Table 4, the greater the number of 
years retired from professional football, the more positive 
were the self concept scores. Table 17 presents the 
detailed findings by group. The scores ranged from 5 to 21, 
with a mean of 11.55. Group 1 again had the poorest overall 
opinion of the social self, with a range of 9 to 21 and a 
mean of 15.06. Group 7 also repeated the pattern found in 
the general self concept subscale by returning the lowest 
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self concept. Group 7 also had the smallest range of 
scores, while Groups 3 and 4 had the largest. 
The third subscale of general self concept, the 
emotional aspect, repeated the pattern found in the first 
two subscales. Again, for the individual groups, the mean 
scores decreased as the number of years retired increased. 
Table 18 presents the findings by group. The mean score for 
the entire sample was 12.38 (see Table 4), with a range of 5 
to 31. Again, Group 1 again had the highest mean score 
(17.17), while Group 7 had the lowest (8.30). Group 3 had 
the largest range, and Group 6 had the smallest. 
As detailed in Table 19, the combined scores for 
general self concept followed the same pattern as the three 
subscales. The greater the number of years retired, the 
lower the mean score. The scores for the entire sample 
ranged from 15 to 78, with a combined mean score of 37.89. 
Group 1 had the highest mean score (50.83), and Group 7 had 
the lowest mean (25.40) as well as the smallest range. 
Group 3 had the largest range. It is interesting to note 
that Group 1's combined self concept mean scores are twice 
as high (or twice as negative) as those of Group 7, and a 
full 13 points higher than the mean for the entire sample. 
Goal Self Concept 
Goal Self Concept, the second major element of an 
individual's self concept, refers to those ideas an 
individual holds about how he would like to be. Table 4 
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summarizes the mean scores by group and for the entire 
sample for the subscales and combined totals. Tables 20-23 
in Appendix A provide the detailed distributions for the 
goal self concept scores in Table 4. 
Scores for the general subscale of goal self concept 
ranged from 5 to 19, with a sample mean of 9.13. The data 
for this subscale are summarized in Table 20. As was the 
case for general self concept. Group 1 had the highest mean 
(11.22). Group 3 had the lowest mean as well as the 
smallest range, followed closely by Group 7, which had the 
lowest mean in all of the General Self Concept scales. This 
emergence of Group 3 as that with the most favorable general 
goal self concept is interesting and requires further 
research to determine its cause. 
The relationship between scores and years retired was 
not as evident on the second subscale of goal self concept, 
the social aspect, as it was for the general self concept 
subscales. The distribution of scores is presented in Table 
21. Scores ranged from 5 to 21 for the sample, with a mean 
of 8.89. On this subscale. Group 3 had the most negative 
self concept, in sharp contrast to the most favorable self 
concept for general goal self concept. Again, further 
research is necessary to interpret the apparent conflicting 
self concepts present in this group, which has been retired 
from professional football 11-15 years. Group 1, which 
consistently had the poorest self concept in all the 
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subscales examined to this point, had a mean score very 
close to the sample mean. Group 7 repeated its prior 
pattern of the lowest mean, indicative of the most positive 
social goal self concept. 
On the emotional subscale of goal self concept, 
detailed in Table 22, Groups 3 and 7 repeated the 
relationship shown in general goal self concept. Group 3 
had the most positive self concept, with Group 7 a very 
close second. Group 1 repeated its pattern of a mean score 
close to the sample mean, rather than on the extreme 
negative end. The range for Group 1 was also of particular 
interest, indicative of an extraordinary homogeneity. The 
18 subjects sorted into two groups of 9 each: 9 returned 
scores of 6, and 9 returned scores of 8. Group 6 had the 
highest mean score, the first time it represented itself as 
having the poorest self concept. 
Table 23 summarizes the data for combined goal self 
concept, representing the totals of the general, social, and 
emotional subscales. The scores ranged from 15 to 54, with 
a possible range of 15 to 135. The group mean was 24.92. 
Group 7 had the lowest mean, and thus the most positive idea 
about its goal self concept. Group 4 had the highest mean, 
and thus the most negative ideas about its goal self 
concept. Group 1, which was consistently the most negative 
in General Self Concept scores, was second to Group 4 in 
Goal Self Concept. 
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Interpretation of these findings must be made with a 
full understanding of what is meant by Goal Self Concept. 
The instrument used to gather this data assumes that it 
represents an individual's idea of himself as he would like 
to be. It may be that an individual with a very positive 
self concept would perceive little discrepancy between his 
present state and his ideal state. However, an individual 
with a very poor self concept may strive for an ideal goal 
self concept which is not even as ambitious as the general 
self concept already present in an individual with a very 
positive self concept. 
Self-As-Perceived-Bv-Others 
Self-As-Perceived-By-Others, the final element of Self 
Concept, refers to those beliefs and feelings an individual 
holds about how others perceive him. The summary of mean 
scores for the general, social, and emotional subscales for 
the seven groups, as well as for the entire sample, is 
presented in Table 4. The detailed distribution of scores 
for each group can be found in Tables 24-27 in Appendix A. 
Scores for the general-self-as-perceived-by-others 
subscale ranged from 5 to 26 for the entire sample, with a 
possible range of 5 to 45. The mean for the entire sample 
was 13.42. Group 1 had the highest mean score (19.17), 
which indicated that they held the most negative beliefs 
about how others perceived them. Group 6 had the most 
positive beliefs about others perceptions of them, with 
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Group 7 a close second. Group 7, however, contained one 
abnormally high score without which its mean score would 
drop to 10.22, even lower than Group 6's 11.39. 
Scores for the social-self-as-perceived-by-others 
repeated the pattern found in general-self-as-perceived-by- 
others. Table 25 details the distribution of scores by 
group. Group 1 again had the poorest self concept, and 
Group 7 had the most positive. It is interesting to note 
that Group 7 again had an abnormally high score which 
increased the range of scores from 5 points to 17. 
Scores for the emotional-self-concept-as-perceived-by- 
others continued the pattern found in the general and social 
subscales. The data for the various groups are summarized 
in Table 26. Group 1 again had the poorest self concept. 
Although the mean for Group 6 indicated that it had the most 
positive self concept, this was due to the presence of 
another abnormally high score in Group 7. The elimination 
of that score results in a mean score of 7.33 for Group 7, 
lower than the mean for Group 6. 
The pattern found in the three subscales comprising 
Self-Concept-As-Perceived-By-Others was repeated in the 
combined total scores, as detailed in Table 27. The sample 
mean was 35.97, with a range of 15 to 74 out of a possible 
range of 15 to 135. Group 1 had the most negative overall 
Self-Concept-As-Perceived-By-Others, while Group 7 had the 
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most positive. This pattern also repeats that found in the 
General Self Concept combined scores. 
Significance of Self Concept Scores 
The Two Tailed test was used to determine whether or 
not differences in self concept scores in the various groups 
were significant when compared to the entire sample. For 
the purpose of this study, .05 level of significance was 
chosen. Table 5, which can be found on the following page, 
presents the tests and their significance. 
The following subscales and individual group combined 
scores showed significant values: 
General Self Concept 
1. General Self Concept: Groups 1, 6f and 7. 
2. General Social Self Concept: Groups 1, 6, and 7. 
3. General Emotional Self Concept: Groups 1, 5, 6, 
and 7. 
4. Combined General Self Concept: Groups 1, 6, and 
7. 
Goal Self Concept 
1. General Goal Self Concept: Groups 1 and 3. 
2. Social Goal Self Concept: Group 7. 
3. Emotional Goal Self Concept: Groups 3 and 7. 
4. Combined Goal Self Concept: Groups 3 and 7. 
Self-Concept-As-Perceived-By-Others 
General-Self-Concept-As-Perceived-by-Others: 
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Groups 1, 6, and 7. 
3• Emotional-Self-Concept-As-Perceived-by-Others: 
Groups 1 and 6. 
4• Combined-Self-Concept-As-Perceived-by-Others: 
Groups 1 and 6. 
From the significance levels detailed in Table 5 and 
summarized above, conclusions may be drawn concerning 
hypotheses 2, 3, and 4• 
Hypothesis 2 states that there is no relationship 
between length of time separated from professional football 
and general self concept as measured by Miskimins Self-Goal- 
Other Discrepancy Scale I (MSGO-I) in a sample of retired 
professional football players. The results for combined 
general self concept scores indicate that hypothesis 2 is 
rejected for Groups 1, 6, and 7. In addition, this 
hypothesis is rejected for Group 5 for general emotional 
self concept only. 
The scoring schema of the MSGO instrument indicates 
that the higher the score, the less favorable the portrayal 
of the self concept. As the data in Table 4 show, the mean 
scores for Group 1, the most recently retired from 
professional football (0-5 years), are the highest. These 
results support prior research [Pitts et al, 1987; Rhodes, 
1990] which portray the period following retirement from 
professional football as fraught with trauma and negative 
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impact upon the self. Conversely, those who have been 
retired from professional football the longest (over 30 
years) had the lowest mean scores, indicating the most 
favorable portrayal of the self concept. It should also be 
noted that the mean scores for all seven groups declined as 
the number of years separated from professional football 
increased. The longer the separation, the more favorable 
the self concept portrayal. Conclusions about this 
relationship must be drawn with caution, however, as this 
shift in self concept over time may be due to the "normal" 
process of maturation, growth, and resolution of personal 
issues proposed by life stage theory [Lieberman, 1975]. 
Hypothesis 3 states that there is no relationship 
between length of time separated from professional football 
and goal self concept as measured by Miskimins Self-Goal- 
Other Discrepancy Scale I (MSGO-I) in a sample of retired 
professional football players. The results for combined 
goal self concept scores indicate that hypothesis 3 is 
rejected for Group 3, retired 11 to 15 years, and Group 7, 
retired over 30 years. In addition, the hypothesis is 
rejected for Group 1 for general goal self concept only, but 
not for social goal self concept or emotional goal self 
concept. Once again. Group 7's mean score was the lowest, 
indicating that the subjects had higher expectations for 
themselves that the subjects in the six other groups. 
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Hypothesis 4 states that there is no relationship 
between length of time separated from professional football 
and self concept perceived by others as measured by 
Miskimins Self-Goal-Other Discrepancy Scale I (MSGO-I) in a 
sample of retired professional football players. The 
results for Combined-Self-As- Perceived-By-Others mean 
scores indicate that hypothesis four is rejected for Group 1 
and Group 6. In addition, the hypothesis is rejected for 
Group 7 for social self as perceived by others, but not for 
general or emotional self. As indicated in Table 4, the 
relationship of mean scores to years retired is similar to 
that found for combined general self concept. Those 
subjects most recently retired from professional football 
had the highest mean scores, indicating the least favorable 
self concepts, while those retired the longest had the 
lowest mean scores, indicating the most favorable self 
concepts. For all seven groups, the further the subjects 
were from the transition experience, the lower were the mean 
scores. Again, conclusions about this relationship over 
time must be drawn with caution, as there may be other 
influences in normal growth and maturation present. 
Relationships Between Self Concept and Andraqogical 
Orientation 
In order to examine the relationships between the 
combined self concept scores as measured by the MSGO-II 
instrument and androgogical orientation scores as measured 
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by the ALOQ, both correlation coefficients and explained 
variances were developed. The correlation coefficients 
matched the scores on each pair (one MSGO instrument and one 
ALOQ instrument) of prenumbered questionnaires to determine 
the strength of the relationship between andragogical 
orientation and self concept for each individual subject. 
The explained variances were then computed in order to 
determine the degree to which a shift in self concept could 
be expected to explain a corresponding shift in andragogical 
orientation. 
The literature on andragogy indicates that an 
individual with a favorable self concept is more likely to 
value his own experiences and thereby prefer andragogical 
methods of teaching and learning. The scoring schema of the 
MSGO instrument assigned low numbers to a favorable self 
concept and high numbers to an unfavorable one. Conversely, 
the higher the score on the andragogical orientation 
instrument, the stronger the andragogical orientation. 
Since favorable self concept has been hypothesized to be a 
factor in andragogical orientation, it was necessary to 
first reverse the scales on the self concept measures to 
compute the correlation coefficients and explained 
variances. 
Table 6 presents the correlation coefficients between 
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categories. These measures were used to evaluate hypotheses 
5, 6, and 7. 
Hypothesis 5 states that there is no relationship 
between general self concept as measured by Miskimins Self- 
Goal-Other Discrepancy Scale I (MSGO-I) and andragogical 
orientation in a sample of retired professional football 
players. However, an examination of the correlation 
coefficients indicates that there is a strong positive 
correlation between these variables. As shown in Table 6, 
Group 1 showed the strongest relationship of .91, with Group 
4 following closely with a coefficient of .90. Groups 3 and 
6 each had a coefficient of .88. Group 2's coefficient was 
.85, while Group 6 was at .88. Group 7 showed the weakest 
relationship of .78. All coefficients are quite high. 
These findings are consistent with the literature on 
andragogy. 
Table 7 presents the explained variances between self 
concept and andragogical orientation. The findings indicate 
that a shift in General Self Concept can be assumed to 
explain changes in andragogical orientation by the following 
factors: Group 1, .83; Group 2, .72; Group 3, .77; Group 4, 
.81, Group 5, .69; Group 6, .77; and Group 7, .61. It is 
interesting to note that Group 1, the subjects most recently 
retired, had the most pronounced relationship, while Group 
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relationship, even though that relationship still suggested 
cause and effect. 
The correlation coefficients and the explained 
variances between general self concept and andragogical 
orientation indicate a strong relationship. Therefore, 
hypothesis 5 is rejected for all 7 groups. Hypothesis 6 
states that there is no relationship between Goal Self 
Concept as measured by Miskimins Self-Goal-Other Discrepancy 
Scale I (MSGO-I) and andragogical orientation in a sample of 
retired professional football players. Although the data in 
Table 6 indicate that a strong positive correlation does 
exist between these two variables, the relationship is not 
quite as strong as that found between general self concept 
and andragogical orientation. Group 3 showed the strongest 
correlation at .91, followed by Group 2 at .87, Group 6 at 
.86, and Group 4 at .82. Group 5 showed a correlation of 
.78, followed by Group 7 at .70. Group 1, the most recently 
retired, showed a surprisingly low correlation of .45. 
Further research is necessary to determine why this 
correlation does not follow the pattern of strong 
correlation for general self concepts and self-as-perceived- 
by-others• 
The explained variances shown in Table 7 indicate that 
a shift in goal self concept can be assumed to explain 
changes in andragogical orientation by the following 
factors: Group 1, .20; Group 2, .76; Group 3, .83; Group 4, 
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.67f Group 5, .61; Group 6, .74; and Group 7, .52. Based 
upon the relationships discovered in the computation of the 
correlation coefficients and the explained variances for all 
seven groups, hypothesis 6 is rejected. It must be noted, 
however, that Group 1 shows a significantly weaker 
relationship than Groups 2-7. 
Hypothesis 7 states that there is no relationship 
between self concept perceived by others as measured by 
Miskimins Self-Goal-Other Discrepancy Scale I (MSGO-I) and 
andragogical orientation in a sample of retired professional 
football players. Once again, the data in Table 6 indicate 
the existence of a strong positive correlation. Group 2 
showed the strongest relationship of .96, followed by Group 
3 at .87. Group 4's coefficient was computed at .85, 
followed by Group 5 and 6, each at .84. Group 1 showed a 
correlation of .71, while Group 7 showed the weakest 
relationship at .66. 
The explained variances shown in Table 7 indicate that 
a shift in self concept perceived by others can be assumed 
to explain changes in andragogical orientation by the 
following factors: Group 1, .51; Group 2, .92; Group 3, 
.76; Group 4, .72, Group 5, .71; Group 6, .71; and Group 7, 
.43. It is interesting to note that Group 7, the subjects 
retired the longest, had the weakest relationship, just as 
they did between general self concept and andragogical 
orientation, while Group 2, the subjects retired 6 to 10 
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years, had the strongest relationship, a full .16 higher 
than any of the other groups. Based upon the relationships 
discovered in the computation of the correlation 
coefficients and the explained variances for all seven 
groups, hypothesis 7 is also rejected. 
As a check on the validity of the responses, the MSGO 
scoring instrument also provides a mechanism for determining 
whether subjects' responses were deliberately random or 
negative. A score of greater than 1.5 would indicate the 
presence of such responses. The data presented in Table 28, 
found in Appendix A, indicate that none of the groups fell 
within the range for concern. It is interesting to note, 
however, that all the subjects scored a zero for this factor 
with the exception of Group 4, which had three subjects with 
scores of 1. 
Other Findings of Interest 
Although not included in the original research design, 
this study applied some additional scoring measures provided 
by the MSGO instrument, as it is believed that the findings 
are important to the design of an appropriate career 
transition program for these subjects. The additional 
measures examined were: discrepancy scores between self 
concept categories, cultural goal orientation, and valuing 
and criticizing others. The relevance of each category to 
the design of a career transition program is explained in 
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context. All of the tables referenced in this section are 
located in Appendix A. 
As presented in Table 29, each group was analyzed for 
total discrepancies between the scores given by each subject 
to his general self concept, his goal self concept, and the 
self as perceived by others. The results show a pattern 
present in several of the other scales previously discussed. 
The range of discrepancies was from zero to 80. 
Overall, Group 1 had the highest mean score for 
discrepancies, 30.39, as well as the smallest range, from 
22-39. This indicates that the views these subjects have of 
themselves, of their ideal selves, and of the selves they 
believe others perceive in them are much further apart than 
those of all the other groups. In sharp contrast to Group 
1, Group 7 had the lowest mean score for discrepancies, 
5.70, with a range of 0 to 49. The subjects in this group 
hold views of themselves, of their ideal selves, and of the 
selves they believe others perceive in them that are much 
more congruent than those in Group 1. In between these two 
extremes, the degree of discrepancy generally declines as 
the number of years retired increases. 
Recognition of these discrepancies is important to the 
design of an appropriate career transition program for these 
subjects. What an individual presents as his "real" self 
(or self-as-perceived-by-others) to a designer of an 
individualized curriculum may be quite different from what 
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he really believes himself to be. If the program is 
designed to meet the needs of a false self, it will at best 
be ineffective, and at worst frustrate the subject and 
discourage him from any further participation. 
The significance of examining cultural goal orientation 
becomes clear when one considers the career transition 
program for which this study intends to provide the 
foundation. One important aspect of the design of a such a 
program will be to insure that the delivery system meets the 
needs of the learners. As some theorists have noted, adult 
learners who perceive the existence of certain types of 
barriers in learning situations will not participate in 
them. As the subjects of this study have experienced 
atypical career and development dynamics, it is conceivable 
that there may be implications for cultural goal orientation 
that would warrant consideration in the curriculum design of 
a program to meet their specific needs. 
The design of any adult education program assumes that 
the participants subscribe to a common set of cultural 
norms. Those common values are shaped by socialization 
processes in the early years of life. However, given the 
unusual circumstances which have shaped the professional 
football player, it is not unreasonable to question whether 
or not those circumstances may have produced goals different 
than those of mainstream society. To answer that question. 
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this study computed scores indicative of the subjects' 
adherence to culturally typical or atypical goals. 
Culturally typical goals are defined as those desired 
by the majority of individuals in modern American society, 
such as a satisfying career, supportive relationships, good 
health, financial security, and peace of mind. Culturally 
atypical goals are defined as those which oppose culturally 
typical goals, such as no desire to work, rejection of 
supportive relationships, disregard for health, a desire for 
poverty and mental turbulence. 
The scores indicative of culturally typical goals were 
determined by computing the positive discrepancies between 
the self concept scores and the goal self concept scores. 
The benchmark (assumed to represent "normal”) mean score for 
this measure provided by the MSGO scoring guide is 22.00, 
with an interquartile range of 11 to 33. As detailed in 
Table 30, Group l's mean score of 23.78 was closest to the 
benchmark mean, with a range of 14 to 33, all within the 
interquartile range. Group 2's mean score was 18.24, with a 
range of 5 to 41. Seven of those scores were beyond two 
standard deviations. Group 3's mean score was 18.50, with a 
range of 0 to 50. Six of those scores were beyond two 
standard deviations. Group 4 ranged from 0 to 23, with more 
than half of the group's scores, as well as the group mean, 
exceeding two standard deviations. Group 5's mean score of 
10.67 was also beyond two standard deviations, as well as 
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six of the scores ranging from 0 to 21. Group 6 ranged from 
0 to 14, with a mean of 4.94. Both the mean and 16 of the 
18 subjects' scores were beyond two standard deviations. 
Group 7 ranged from 0 to 19, with a mean of 5.70. The mean, 
as well as 8 of the 10 subjects' scores were outside of two 
standard deviations. 
These results were entirely unexpected and require 
further research to determine why there is a shift away from 
a culturally typical goal orientation as the number of years 
retired from professional football increases. 
Although the scores for culturally typical goals varied 
widely from the benchmark mean, caution must be used in 
interpreting these results to mean that the subjects had 
adopted radical culturally atypical goals. The data 
presented in Table 31, scores for culturally atypical goals, 
computed from the net negative discrepancies between self 
concept scores and goal self concept scores, do not support 
this conclusion. 
The benchmark mean score for culturally atypical goals 
provided by the MSGO scoring guide was .5. The 
interquartile range was from -.5 to 1.5. All 18 subjects in 
Group 1 scored a zero. Group 2 ranged from 0 to 4, with a 
mean of .29. Only one subject from Group 2 scored higher 
than two standard deviations. Group 3 ranged from 0 to 2, 
with a mean of .14. Group 4 had the largest range, with 5 
scores exceeding two standard deviations. Group 5 ranged 
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from 0 to 2, with a mean of .17. All the scores for Groups 
6 and 7 fell within the interquartile range. 
In addition to the two scales measuring the degree of 
conformity with cultural goals, this study also computed two 
additional scores measuring how the subjects valued others. 
These additional measures were included because of their 
implications for the use of andragogical methods. 
One of the standard techniques used in an andragogical 
teaching/learning environment is a form of collaborative 
learning which emerges from the learners sharing their life 
experiences. Implicit in this method is the assumption that 
the learners value not only their own experiences, but also 
the experiences of their fellow learners. This, in turn, 
assumes that the learners value each others as equals. 
Although the Adult Learner Orientation Questionnaire used in 
this study has been assumed to be a valid measure of 
andragogical orientation, the instrument does not include a 
subscale which measures this dimension. Therefore, this 
study has drawn from the supplementary scales of the MSGO 
instrument to measure whether its subjects overvalue others 
or are overly critical of others. 
Table 32 presents the data for overvaluing others by 
years retired. The scores for this item are computed from 
the positive discrepancies between self concept scores and 
self-as-perceived-by-others scores. The benchmark norm 
score given in the MSGO scoring guide is 6, and the 
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interquartile range is from 1 to 11. The score which marks 
the upper limit of 2 standard deviations is 16. While all 
of the Groups' mean scores fell within the interquartile 
range, there were some individual scores that were outside 
of two standard deviations: Group 2 had 3, and Group 3 had 
1. Group 3 the highest mean score, while Group 6 had the 
lowest. 
Table 33 presents the data for the complementary 
measure, being overly critical of others. The scores for 
this item were computed from the negative discrepancies 
between self concept scores and self-as-perceived-by-others 
scores. The benchmark mean score given by the MSGO scoring 
guide is 3.5. The interquartile range is from .5 to 2.0. 
Scores higher than 10.5 exceeded two standard deviations. 
While all of the mean scores were within two standard 
deviations, only those from Groups 4, 5, and 6 fell within 
the interquartile range. The scores indicate a tendency for 
the subjects of this study to be more critical of others 
than the samples used to establish the benchmark mean and 
standard deviation given in the MSGO instrument. This 
tendency may need to be considered when designing learning 
activities that require the group sharing of experiences as 
a learning vehicle. 
CHAPTER 5 
SCHLOSSBERG'S MODEL OF HUMAN ADAPTATION TO TRANSITION 
The MSGO scale used to measure the various aspects of 
self concept discussed in this study also contains five 
blank scales which offered the subjects the opportunity to 
design their own topics based upon what they considered 
important to them as individuals. In the original 
instrument, subjects were asked to score themselves on the 
same three dimensions used for the fifteen questions with 
predefined scales: self, goal, and others. However, for 
the purposes of this study, this last section was modified 
slightly in order to obtain data which would provide insight 
into the impact of the retirement event within the framework 
of Schlossberg's Model of Human Adaptation to Transition. 
The five scales were increased to ten, and subjects were 
asked to score themselves only on self concept, but not on 
the two dimensions of goal self concept or self-as- 
perceived-by-others required in the first fifteen predefined 
scales. As the purpose of these subject-designed topics was 
to gather information about the impact of the retirement 
transition upon the subjects' self concepts, it was felt 
that the "goal" and "other" measurements were not directly 
relevant. 
The topics which the subjects created in this section 
of the questionnaire were grouped according to the elements 
of a transition presented in the Schlossberg model (see 
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Figure 2). In cases where topics used slightly different 
words to express the same concept, only one bipolar scale 
representative of that concept is presented in this chapter. 
Frequency distributions for each element of the model were 
then prepared by sorting the subjects' Likert scores into 










strongly positive 1,2 
This consolidation of 9 possible Likert responses into 
5 descriptive categories was done to emphasize response 
patterns and to compensate for the somewhat sparse response 
rate in certain topic areas. Tables 34-51, which present 
the subjects' scoring data on the self-designed topics which 
were grouped according to Schlossberg's model, can be found 
in Appendix A. 
Although it became clear that certain elements of the 
model were not useful in measuring the impact of the 
transition which these subjects experienced, those aspects 
which were appropriate provided some strong evidence to 
support prior research which found this transition to be 
extremely traumatic. It is also significant that the 
subject-designed topics were easily grouped according to the 
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categories presented in Schlossberg's model* This suggests 
that the subjects were concerned with issues associated with 
adaptation to transition. 
The first indication that the retirement transition had 
a strong impact upon the subjects was the response rate by 
group, as detailed in Table 8, which can be found on the 
following page* Each subject had the opportunity to develop 
a maximum of 10 topics. Group l's eighteen subjects, the 
most recently retired, developed and scored 176 self- 
designed topics out of a possible 180. This response rate 
was far higher than any of the other groups, and may 
indicate that Group 1 has a greater number of personal 
issues than the other groups. The next highest response 
rate was from Group 7, those retired the longest. 
The second indication of the impact of the retirement 
transition, and a finding startlingly consistent with those 
in the previous chapter, is the differing positions on the 
positive-negative scale for the various groups. The more 
recent the retirement from professional football, the more 
negative the scores on the self-designed topics. 
According to the Schlossberg model, three groups of 
characteristics determine the impact a transition has upon 
an individuals characteristics of the transition, 
characteristics of the pre-transition and post-transition 
environments, and characteristics of the individual 
undergoing the transition. 
Table 8 95 











1 0-5 180 176 98% 
2 6-10 210 125 60% 
3 11-15 220 133 60% 
4 16-20 330 139 42% 












180 107 59% 
7 OVER 30 100 75 75% 
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Characteristics of the Individual Undergoing the Transition 
Since this study focuses upon the perceptions of its 
subjects, it will first examine the seven characteristics of 
the individuals: psychosocial competence, sex and sex role 
identification, age and life stage, state of health, race 
and ethnicity, socio-economic status, and value orientation. 
Psychosocial Competence / Attitudes Towards Self 
Table 34 presents the data collected for the first 
category comprising characteristics of the individual, that 
of psychosocial competence, a concept originally proposed by 
Tyler [1978], While Schlossberg's model provides for three 
kinds of attitudes within this category, self, world, and 
behavioral, the very nature of this study produced a strong 
emphasis upon the attitudes towards self. 
The importance of a favorable self-evaluation is 
supported by research which demonstrates that the 
maintenance of self-esteem and a sense of personal 
competence is vital to survival under extremely stressful 
conditions [Dimsdale, 1976], In addition, "the capacity to 
maintain a coherent and consistent self-image" has been 
positively associated with the "maintenance of homeostasis" 
[Lieberman, 1975], For the subjects of this study, the 
experience of retirement works to disconfirm these criteria. 
Professional football players are subjected to an unusual 
set of influences that often leave them with a distorted 
sense of self. As soon as their athletic talents are 
97 
recognized, as early as age eight, coaches, parents, and 
schools begin to reinforce them at the expense of other 
areas. By the time a National Football League caliber 
athlete leaves college to join the pros, he is likely to 
lack some basic life skills, as aspects of his development 
may have been arrested in pre-adolescence. So when he is 
suddenly severed from professional football, that 
institution to which he has devoted his entire life, and 
around which his self-concept is structured, he may suffer a 
double shock. Not only must he start a new life, he must 
also form a new self-concept. 
Since the Schlossberg model does not discuss how 
attitudes towards self would manifest in specific 
applications, it was necessary to make some assumptions in 
order to categorize subject responses. It was assumed that 
subject self-descriptions of their problem solving skills, 
intellectual skills, social skills, and quality of education 
were reasonable measures of their attitudes towards 
themselves in the area of psychosocial competence. 
Problem Solving Skills. A total of 50 subjects in this 
study developed topics related to problem solving. 
Representative samples of the various aspects of problem 
solving addressed by those topics are listed below: 
able to solve problems - not able to solve problems 
independent problem solver - need help with everything 
good at cleaning up disasters - run and hide from problems 
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like solving problems - hate problems 
creative handling of obstacles - blank out when obstructed 
NFL experience helpful with problems - experience useless 
trained to overcome problems - shielded from problems 
As the data presented in Table 34 indicates, those 
subjects who have most recently retired from professional 
football view their problem solving skills more negatively 
than the other groups. In addition, the scores by group 
become increasingly positive as the time passed since the 
retirement event increases. Although further research is 
necessary to determine whether the subjects' view of their 
problem solving skills depends upon the time passed, this 
preliminary data suggest that a relationship does exist 
between the transition and self-perception of problem 
solving skills. 
Intellectual Skills. Sixty-one subjects from all the 
groups developed topics which were assumed to be indicative 
of intellectual skills. Representative topics are listed 
below: 
understands the big picture - lack of understanding 
genius - stupid 
learning - stagnent (sic) 
able to think critically - brain scrambled 
inquiring - brain dead 
studious - couch potatoe (sic) 
street smart - can't chew gum and walk 
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mentally stimulating - boring 
good memory - bad memory 
The most significant findings were in Group 1. Twice 
as many subjects in this Group devised topics relating to 
intellectual skills as problem solving skills. Group l's 
self scoring on intellectual skills was much more positive 
than on problem solving skills. The scoring discrepancy on 
these two scales suggests that this group perceives itself 
to be fairly intelligent, but as lacking the skills 
necessary to apply this intelligence to problem solving 
situations. 
For the remaining groups, the scores became 
increasingly positive as the number of years retired 
increased. This pattern is the same one seen in the MSGO 
self concept scores discussed in the previous chapter. 
Although the scores for this aspect of psychosocial 
competence are more positive than those for the prior 
categories for all the groups. Group 1 still viewed itself 
more negatively than all of the others. This provides 
additional evidence that there the subjects most recently 
retired from professional football suffer a negative impact 
from the retirement event, but that the negative impact 
diminishes over time. 
Social Skills. Sixty-four subjects responded with 
scales that were grouped together under social skills. A 
representation of those scales is listed below: 
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volunteer in community - be a taker 
sensitive to others - indifferent 
socially excepted (sic) - lonesome 
being of service - self centered 
give to community - totally non involved 
good listener - self absorbed 
ease of public speaking - uneasy 
excellent listener - not a good listener 
social conscience - anti social 
good social relations - poor 
popular - unpopular 
The responses in this category followed the same 
pattern as the problem solving skills and intellectual 
skills. Once again, the data show a trend from an 
unfavorable self concept for those most recently retired to 
a favorable self perception for those retired the longest. 
The most pronounced difference in scores was between Group 1 
and all the other groups. 
Quality of Education. The most frequently cited 
topics defining psychosocial competence aspects of the self 
were related to quality of education. The data from this 
category illustrate an interesting point. While the 
subjects, particularly those in Group 1, rate the quality of 
their educational experiences as overwhelmingly negative, 
they previously had rated their intellectual skills as more 
positive than negative. This supports prior research which 
101 
suggests that some of the self concept and adjustment 
problems experienced by these subjects in their post¬ 
football lives may be precipitated by the educational system 
from which they sprang, and not from some intellectual 
deficiency innate to the athlete stereotype. 
A total of 68 subjects provided responses in this 
category. What follows is a representative sample: 
well educated - lack schooling 
quality education - inferior education 
good reading skills - no good reading skills (sic) 
worthwhile college education - waste of time 
better educated than non football players - worst (sic) 
got knowledge in college - got playing time only 
respected for my college degree - laughed at behind back 
well trained for second career - know nothing but football 
want to finish bachelors - afraid to 
much school knowledge - remember nothing before high school 
ready to use college education - not sure what it was 
comfortable in educational setting - uncomfortable 
took charge of educational deficiencies - stayed a victim 
Once again, the data show the recurring scoring pattern 
from negative to positive as the number of years retired 
increases. However, the difference in negative scores 
between Group 1 and all the other groups was especially 
pronounced. Group 1 also had an unusually high response 
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rate to this category. This may indicate that they have a 
great deal of concern in this area. 
Psychosocial Competence / World Attitudes 
The second category under psychosocial competence of 
the individual undergoing the change is that of world 
attitudes, particularly those on dimensions of 
trust/mistrust and optimism/pessimism. Tyler [1978] regards 
favorable attitudes on these dimensions as basic to 
developing a constructive pattern of interaction with the 
world. Other researchers [Dimsdale, 1976; Lieberman, 1975; 
Spaulding & Ford, 1976] have assumed that optimism is 
synonymous with hope, and that hope is a key factor in 
adaptation. Lowenthal & Chiriboga [1975] view hope as an 
important psychological resource for maintaining the status 
quo. However, according to self-reports of former players 
[Rhodes, 1990], the brutality of the retirement experience 
does not promote those attitudes. 
Table 35 summarizes the scores for the scales produced 
by the subjects in this category. Representative samples of 
those scales are listed below: 
people are trustworthy - people are deceitful 
trusting - suspicious 
trusting - not trusting 
I can trust everyone - can't trust anyone 
people tell the truth - people lie 
caring is most important - money is most important 
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people are good - people are back stabbers 
optimistic - pessimistic 
positive outlook - negative outlook 
positive thinker - negative thinker 
believe in happy endings - no such thing 
the world is kind to me - the world hates me 
expect positive things to happen - expect negatives 
life is full of opportunity - life stinks 
great blessings - no blessings 
For congruence with the categories presented in the 
Schlossberg model, the data analysis for this topic combines 
both dimensions of trust/mistrust and optimism/pessimism. 
The scores for both topics were consistent for subjects who 
returned items in both categories. Those who responded 
positively or negatively to one topic responded the same way 
to the other. 
Group 1 again responded with mostly negative scores, in 
direct contrast to Group 7's all positive scores. The 
groups in between these two extremes repeated the pattern of 
gradual movement from negative to positive found in the 
prior topics. 
Psychosocial Competence / Behavioral Attitudes 
The third category of psychosocial competence 
identified in Schlossberg's model is that of behavioral 
attitudes. Tyler [1978] views the following behavioral 
attitudes to be indicative of the "competent self": an 
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active coping orientation, high initiative, realistic goal 
setting, and planning. Prior research suggests that most 
football players believe that their careers will never end 
[Pitts et al, 1987], thus few engage in goal setting or 
planning for a post-football life. 
Twenty-three subjects provided scales related to this 
category. The scores are summarized in Table 36. 
Representative samples of the scales used to build the data 
presented in the table are listed below, 
organized - unorganized 
time managed well - poor time management 
self motivation - non starter 
motivated - lazy 
goal oriented - haphazard 
disciplined - undisciplined 
proactive - reactive 
assertive - not assertive 
Based upon the small response rate for this topic, any 
interpretation of the findings as representative of the 
groups would be misleading. What is apparent, however, is 
Group 1's tendency to be markedly more negative than the 
other groups, which is consistent with the findings from the 
other categories. 
Sex and Sex Role Identification 
In addition to the three attitudinal aspects of 
psychosocial competence (self, world, and behavioral), 
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Schlossberg's model also addresses several other 
characteristics of the individual undergoing a change. 
Among them are sex and sex role identification. 
Although Kollar [1982] determined that "human suffering 
is diminished when it is recognized and shared", the 
professional football player may unknowingly deprive himself 
of that comfort. The culture of pro football, one of the 
few professions which remains exclusively male, promotes 
exaggerated "macho" stereotypes, including the inability or 
unwillingness to express feelings of vulnerability, fear, 
and helplessness inherent in a difficult transition [Pitts 
et al, 1987]. 
The other aspect of sex role identification which may 
facilitate the adaptation process is that of group 
affiliation and support. A man who feels comfortable with 
his role and affiliates with similar others is more likely 
to have an interpersonal support network to facilitate the 
transition process. However, once separated from his team, 
the former player may lose his contact with "similar 
others", and consequently with one of his primary support 
systems. 
Several difficulties emerged in the process of applying 
this aspect of Schlossberg's model to the data. The age 
spread of the subjects, which covers at least 30 years, 
brings with it a number of separate issues concerning the 
evolution of sex role identification throughout the life 
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span which confound the main purpose of this study. This 
became apparent upon examination of the range of topics 
provided by the subjects responded, as summarized below: 
many men friends - few 
good role model for boys - poor 
feel comfortable with men my age - feel uncomfortable 
feel like my macho image - doesn't feel authentic 
enjoy male dominated environment - don't enjoy 
good father figure - poor father figure 
masculine nature - feminine nature 
good provider - bad provider 
It is difficult, and perhaps meaningless, to interpret 
scores derived from combined perceptions of fatherhood, 
macho image, and number of men friends. The most that can 
be said of the scoring in this category is that Groups 1 and 
2 were the only ones to assign themselves negative scores. 
Since those scores were distributed equally among three 
topics whose only common element was that they were roles 
which could be assumed by males, no attempt will be made to 
assign meaning to those scores summarized in Table 37. 
Age and Life Stage 
The third characteristic of the individual undergoing 
the change is that relating to age and life stage. Players 
at age 30 are struck with a sense of unreality that life is 
over, as they experience the retirement event that normally 
does not occur until a life stage others experience during 
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the seventh decade of life [Pitts et al, 1987]. Topics 
provided for this category were: 
able to start a new career - too late 
fully functioning man - overgrown adolescent 
late bloomer - dead on the vine 
happy with post football career - miserable 
life unfolding according to plan - life a haphazard mess 
growing old gracefully - fighting it tooth and nail 
Interpretation of this category also presented an 
inherent difficulty. As the subjects were grouped by years 
retired, not by age, it was impossible to draw conclusions 
based upon the relationship between age and scores. What is 
apparent, however, is that the scores (summarized in Table 
38) show a relationship between number of years retired and 
increasing satisfaction with life and career plans. Again, 
these findings are consistent with those in the prior 
categories. 
State of Health 
The fourth characteristic of the individual undergoing 
the change is state of health. As injury rates for football 
players are at 100 percent [National Football League Players 
Association, 1991], state of health plays a prominent role 
for this sample. Two-thirds of all retired players live 
with a permanent disability [Pitts et al, 1987], which may 
limit career opportunities and the ability to enjoy life's 
simple pleasures [Ibid.]. 
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Forty two subjects developed topics descriptive of this 
characteristic, as summarized below: 
physically fit - poor health 
good physical condition - poor physical condition 
healthy - unhealthy 
mobile -crippled 
Table 39 presents the data representing the scores for 
these topics. Unlike other categories in Schlossberg's 
model, which showed a trend towards more positive scoring as 
the number of years retired increased, the negative scores 
persisted for all the groups, although they were still most 
negative for Group 1. This is not surprising, however, 
since permanent disabling injury is a major cause of the end 
of a professional football career. But one must be cautious 
about drawing conclusions between Group 7's apparent shift 
towards a more negative scoring pattern and the professional 
football experience. This group, retired the longest, is 
generally the oldest, and may be experiencing health 
problems related to aging rather than to sports 
disabilities• 
Race and Ethnicity 
The fifth category of individual undergoing the change 
is race and ethnicity. For the 60 percent of the players 
who are black [National Football League Players Association, 
1991], their celebrity status may supersede their racial 
identification while they play professional ball [Rhodes, 
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1990]. However, once returned to "civilian" life, black 
players may experience new problems resulting from racial 
discrimination [Pitts et al, 1987] while simultaneously 
confronting a difficult transition. Thirty subjects 
responded in this category, with their scales falling into 
the following categories: 
racially aware - racially unaware 
segregated - integrated 
accepted - discriminated against 
mainstream race - fringe 
As Table 40 indicates. Group 1 again had the most 
negative scores. This suggests that they may experience 
problems related to race and ethnicity to a greater degree 
than the other groups. Further research is necessary to 
determine if Group l's scores would have been more positive 
prior to retirement. 
Socio-Economic Status 
The sixth characteristic of the individual undergoing 
the change is socio-economic status. An individual with a 
meager income may be rendered more desperate by a transition 
with a negative financial impact than an individual with a 
higher income. Similarly, an individual of lower socio¬ 
economic status may have fewer alternatives than one with 
higher status [Schlossberg, 1981]. This is particularly 
true for the retiring pro football player. Although by 
normal standards, he would not be considered poor, he does 
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lose the abnormally high salary to which he is accustomed, 
while simultaneously confronting a significant shift in 
social status when changing from public media figure to 
private citizen. 
Twenty-seven subjects responded in this category, with 
their scales falling into the following categories: 
financially secure - not financially secure 
being rich very important - being poor 
rich - poor 
prosperous -destitute 
financially independent financially dependent 
white collar - blue collar 
money - no money 
Table 41 presents the data collected from scores 
assigned to these scales. The responses follow a pattern 
seen in the scores from the structured self concept scales 
in the MSGO instrument, with Group 1 scoring the most 
negatively, and Group 7 scoring the most positively. 
Although it is difficult to imagine how the recently retired 
football player could experience poverty, it is feasible 
that the reduction from a six figure salary to a five figure 
one, or even to no salary, could be perceived as negative, 
particularly if no financial planning had occurred. As 
prior research has found [Pitts et al, 1987; Rhodes, 1990], 
very few pro football players engage in financial planning 
while their sports careers are still active. 
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Value Orientation 
The seventh and final characteristic of the individual 
undergoing the change is value orientation. The "sports 
mentality" which is impressed upon the athlete focuses upon 
winning and playing a game, with emphasis upon blocking out 
all else. When an individual with this value orientation 
encounters the retirement experience which separates him 
from the need for the "sports mentality", he may lack the 
perspective to deal with the difficulties of the transition. 
The shock of changing from an environment where all energies 
are focused upon playing a game to one where one must 
undergo a reorganization of the self concept may be 
disorienting. Questions such as ' what is the main purpose 
in life' and 'why am I here' are more difficult when one 
lacks practice in confronting them [Schlossberg, 1981]. 
Thirty-two subjects responded in this category. Scales 
representing the categories of scales returned by the 
subjects are as follows: 
godliness - worldliness 
religious - atheist 
religious - secular 
philosophical - concrete 
man of faith - man of worry 
strong faith - weak faith 
following hard after Jesus - unbeliever 
spiritual - atheistic/agnostic 
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spiritual growth - closed to spiritual growth 
believer in God - non believer 
Christian - not Christian 
prayerful - not prayerful 
The data for the scores on these topics are presented 
in Table 42. Group 1 was the only group to return negative 
scores, which suggests that they tend not to hold values 
which have been shown to sustain individuals undergoing 
difficult transitions. However, additional research is 
needed to determine if those same value orientations existed 
prior to retirement or if they were altered by it. 
Experience With Transitions of a Similar Nature 
As Schlossberg has proposed, experience with prior 
transitions of a similar nature may provide the individual 
with some valuable practice in managing future transitions. 
However, by definition, retirement from pro football only 
occurs once; thus, the retiring player has no prior 
experience with it, and lacks practice in handling the 
negative impact. As none of the subjects developed topics 
which appeared to describe this experience, it was not 
possible to present scoring data in a table format. 
Nature of the Pre/Post Transitional Environments 
The second of the three broadest areas of Schlossberg's 
model is the nature of the pre/post transitional 
environments. Environment is used in its broadest sense, to 
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include the nature of individual support systems, of 
institutional supports, and the physical setting. 
Interpersonal Support Systems 
Research indicates that interpersonal support is 
essential for successful adaptation [Dimsdale, 1976; Kahn, 
1975]. The Schlossberg model specifies three different 
types interpersonal support systems: intimate 
relationships, the family unit, and the network of friends. 
Prior to his transition out of football, a player has a 
strong interpersonal support system in his coaches and 
fellow players. This support often replaces that normally 
found in a family unit, which, due to his time and travel 
commitments, is often unstable or nonexistent. Given the 
strong group affiliation of teammates within the pro 
football culture, the player seldom has the time or the 
opportunity to cultivate intimate friendships outside of 
his circle of teammates. When his professional football 
career ends, he is suddenly and permanently cut off from 
what he needs the most-a convoy of support. Thus, the 
player goes from a supportive pre-transition environment to 
a post-transition environment where that support is severely 
curtailed, or even eliminated. 
Fifty-six subjects responded with scales appropriate 
for this category. Bipolar dimensions representative of 
those scales are detailed as follows: 
close to spouse - not close to spouse 
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family oriented - not family oriented 
family - alone 
strong family relationship - weak 
closeness to others - distant 
understanding counselor - no counseling 
good relationship with my kids - none. hostile divorce 
good friends - no friends 
The data for the scoring of these scales are presented 
in Table 43. The largest number of responses came from 
Group 1, and they were again the most negative. The 
remaining groups responded on the same negative - positive 
continuum found for the other elements of the transition. 
Institutional Supports 
The second category which defines the nature of the 
pre/post transitional environment is that of institutional 
supports. Included are occupational organizations, 
religious institutions, and community support groups 
[Schlossberg, 1981; Lipman-Blumen, 1976]. The retiring 
professional football player has few, and certainly none are 
provided during the exit process from professional football. 
There is no job placement service, no exit counseling, just 
a plane ticket home. To complicate things, the culture of 
the National Football League is highly ritualistic and 
superstitious. When a player is cut or injured, his former 
teammates engage in deliberate avoidance to prevent being 
"jinxed" [Pitts et al, 1987]. 
115 
As all the subjects of this study are already in the 
post-transitional environment, the data collected represent 
only that aspect. Fifty-seven subjects responded with 
scales appropriate for this category. Bipolar scales 
representative of those responses are as follows: 
employment connections - none 
active in community - not active 
joiner - loaner (sic) 
active churchgoer - not active 
The data from scores which the subjects assigned to 
these scales are presented in Table 44. The highest 
response rate again came from Group 1, and again, the scores 
were the most negative. Group 7's responses were the most 
positive of all the groups, while Groups 2 through 6 had 
scores that became increasingly positive as the number of 
years retired increased. 
Physical Setting 
The third category which defines the nature of the 
transition is physical setting. This category is not 
relevant to this study and none of the subjects returned 
scales which could be classified under this category. 
Characteristics of the Transition 
The final broad area impacting the outcome of a 
transition posited by the Schlossberg model is that 
concerning the characteristics of the transition on seven 
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dimensions: individual role change, affect, source of the 
transition, timing, onset, duration, and degree of stress. 
Individual Role Chance 
Many transitions involve a role change: either the 
acquisition of a new role, or the loss of a familiar one 
[Lowenthal, Thurnher, & Chiriboga, 1975]. The degree of 
adaptation required for adjustment to the role change can 
produce a corresponding degree of stress. For most players, 
retirement from pro football means a change from celebrity 
to average citizen. The meager research in this area 
suggests that the experience of adjustment to this change is 
a negative one for most players [Pitts et al, 1987]. 
Fifty-six subjects responded with scales relevant to 
this category. Scales representative of the categories of 
bipolar scales returned by these subjects are as follows: 
recognition of past achievements - anonymity 
confused -directional 
self satisfied - self dissatisfied 
content - unsettled 
valuable example to others - destructive 
the best player in my position - a nobody 
was able to influence kids - influence gone with retirement 
recognition - not recognized 
people see me as successful - not successful 
respected for my football - not respected after 
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The data for the self scores assigned to these 
categories of scales are presented in Table 45.Group 1 had 
both the highest response rate and the most negative scores. 
Scores for Groups 2 through 7 repeated the trend from 
negative to positive found in all of the other elements of 
Schlossberg's model. 
Affect 
The second aspect defining the characteristics of the 
transition is that of affect. Some transitions produce 
feelings of pleasure and well being, while others produce 
feelings of loss and anxiety. These negative feelings can 
be further magnified by the very nature of the separation 
from pro footballs it is usually brutal, sudden, and final 
[Pitts et al, 1987]. As was previously mentioned, the 
instant a player is cut from the team, he also loses his 
"team family", which has been his main support network 
throughout his professional career. 
As summarized in Table 46, fifty-four subjects provided 
topics grouped under this category, as represented below: 
lighthearted - depressed 
happy - sad 
emotionally stable - unstable 
satisfaction - dissatisfaction 
joy - despair 
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The data for scores assigned to these topics are 
presented in Table 46. Again, Group 1 had the highest 
response rate, and their scores were the most negative. 
Group 7 had the most positive response profile of all the 
groups, with all five respondents scoring themselves as 
strongly positive. Groups 2 through 6 fell on a continuum 
between the two extremes. 
Source of Transition 
The third characteristic of the transition contributing 
to its outcome is its source: internal vs. external. Since 
nearly 84 percent of players leave the game involuntarily, 
as a result of being cut or suffering a disabling injury 
[Pitts et al, 1987], the transition can be classified as 
external. It has been hypothesized that the individual 
adapts more easily to transitions whose source is internal 
[Schlossberg, 1981; Seidenberg, 1973]. The issue is one of 
perceived control over one's life. External transitions are 
accompanied by a sense of powerlessness. 
Thirty-seven subjects responded with scales assigned to 
this category. Scales representing the various response 
areas are as follows: 
in control of my destiny - a pawn 
responsible for my future - no control over it 
free will - everything predetermined 
controlled - in control 
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The data summarizing the scores which the subjects 
assigned to their scales are presented in Table 47. Group 1 
again had the most negative scores. The remaining groups 
showed the recurring trend towards positive scoring, with 
Group 7 being the most positive. 
Timing (On-time vs. Off-time) 
The fourth characteristic of the transition is timing: 
does the transitional event occur "on time" or "off time"? 
Neugarten [1977] proposed that most adults have built in 
"social clocks" by which they judge whether they are 
experiencing life events on a timely basis. To be "off- 
time", whether early or late, may present an individual with 
a sense of deviance, which may have negative social and 
psychological implications. Since retirement from 
professional football occurs in a player's late 20s or early 
30s, at the age when his cohorts are just hitting their 
career stride, this task qualifies as one that occurs off- 
time. 
The number of responses in this category was quite 
small. Only sixteen subjects provided relevant topics, 
summarized as follows: 
career taking off - career killed in prime 
positive football retirement - brutal and destructive 
career enhancement - career over at age 32 
normal - devient, out of synch (sic) 
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The data in Table 48 present the self scores assigned 
to the scales by the respondents. Despite the small 
numbers. Group 1 repeated its recurring pattern of the most 
negative scoring. Groups 2-4 showed an increasing trend 
towards more positive scores as the number of years retired 
increased. Groups 5f 6, and 7 provided no responses for 
this category. This may indicate that the concerns 
generated by the "off time" event of premature retirement 
diminish, and even disappear, over time. 
Onset (Gradual vs. Sudden) 
The fifth characteristic of the transition is that of 
onset: was it gradual or sudden? Sudden transitions 
prevent preparation and rehearsal for coping, and produce a 
greater amount of stress than gradual transitions 
[Neugarten, 1968]. Eighty-four percent of the retirements 
for the subjects of this study resulted from events which 
occur in an instant: being cut by a team or by suffering a 
disabling injury. As a result, the onset of this transition 
may be classified as sudden, and can be expected to produce 
a great deal of stress. 
Again, the response rate in this category was small, 
with only eleven topics, summarized below: 
love change - fear it 
change maker - resistant to change 
open to change - closed 
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know how to handle life changes - lost in the dark 
The data summarizing their self scores on these scales 
are presented in Table 49. Despite the small numbers, the 
same scoring pattern found for the element of Onset was 
repeated here. Group 1 scored its topics the most 
negatively, and the trend towards positive scores increased 
as did the number of years retired. There were no responses 
for this category from Groups 5, 6, and 7. 
Duration 
The sixth characteristic of the transition is durations 
permanent, temporary, or uncertain. The greater the 
uncertainty over the duration of a transition, the greater 
the stress associated with that transition [Chodoff, 1976]. 
For the subjects of this study, the transition is either 
permanent or uncertain. As many retiring pro football 
players have a difficult time accepting their sudden 
separation from football, the duration of that separation is 
often perceived as uncertain until the acceptance process is 
complete. Players who refuse to accept their separation by 
attempting to join another team frequently become 
frustrated, demoralized, and often suffer further damage to 
an already fragile sense of self-esteem. 
Again, the response rate in this category was small, 
with only eleven subjects responding. Scales representative 
of the responses are as follows: 
bright future - bleak future 
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hopeful - despondent 
will get back into pro football - don't know 
The data from the self scores assigned to these scales 
are presented in Table 50. The scoring was strikingly 
similar to those provided for Onset and Timing. Group 1 was 
the most negative. Groups 2 through 5 became increasingly 
positive, while Groups 6 and 7 had no responses in this 
category. 
Degree of Stress 
The seventh and final characteristic of the transition 
is degree of stress. Numerous scales have been developed to 
measure the degree of stress associated with particular 
types of transitions. Two of the most widely instruments, 
the Social Readjustment Rating [Holmes & Rahe, 1967] and the 
Peri Life Events Scale [Dohrenwend et al, 1978], both rate 
termination from a career as highly stressful. According to 
player self-reports [Pitts et al, 1987; Rhodes, 1990], 
retirement from pro football confirms that highly stressful 
rating. 
This category collected as many responses as all of the 
prior three categories, a total of 28. Topics 
representative of those responses are as follows: 
tense - calm 
stressed - not stressed 
patient - impatient 
at peace with myself - at war 
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The data which present the self scores for these scales 
are presented in Table 51. Group 1 had the highest response 
rate (50%), as well as the most negative scores. The 
scores for Groups 2-7 became increasingly more positive as 
the number of years retired increased. 
Summary of Findings from Schlossberg's Model 
Although the responses to the personal construct 
questions of the MSGO-I instrument were sparse in certain 
categories, and the grouping of those responses in the 
context of Schlossberg's Model was based solely upon the 
judgment of the researcher, the scores which the subjects 
gave themselves on the personal construct scales form a 
consistent pattern. Invariably, the subjects in Group 1, 
the most recently retired from football, scored themselves 
more negatively than those in the all the other groups. 
Attempts to explain this tendency towards negative self 
perception to the subjects' relative youth and immaturity 
become untenable when one recognizes that the retirement 
transition can occur at any age from the early 20's through 
the late 30's. Therefore, this tendency towards a negative 
self-perception must be attributed to some other dynamic. 
As Schlossberg's model suggests, it may be the direct result 
of the traumatic impact of the retirement event. 
The responses which fall under Characteristics of the 
Individual Undergoing the Transition illustrate this 
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negative tendency quite well. The subjects in Group 1 
designed a total of 89 personal construct scales spread over 
the seven categories (psychosocial competence, sex and sex- 
role identification, age and life stage, health, race & 
ethnicity, socio-economic status, and value orientation). 
Sixty-three of the self-assigned scores to those 89 scales 
were either strongly negative or negative, a negative 
response rate of 71%. This compares to the total of 446 
responses provided by Groups 2-7, with only 71 of the self- 
assigned scores either strongly negative or negative, a 
negative response rate of only 16%, four and one-half times 
less than that of Group 1• 
A similar relationship is illustrated in the responses 
to the two categories identifying the Pre/Post Transitional 
Environments: individual interpersonal support systems and 
institutional supports. Of the 20 subjects who responded 
from Group 1, eight scored themselves as negative or 
strongly negative, a negative response rate of 80%. This 
contrasts sharply with the responses from Groups 2-7. These 
six groups returned a total of 93 responses, and they rated 
19 of those as negative or strongly negative, a negative 
response rate of 21%, four times less than that of Group 1. 
The pattern is repeated for the seven Characteristics 
of the Transition (individual role change, affect, source, 
timing, onset, duration, and degree of stress). Group 1 
provided 58 scales, 49 of which were scored as strongly 
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negative or negative, a negative response rate of 84%. 
Groups 2-7 provided a total of 158 scales, with 15 scored 
negative or strongly negative, a negative response rate of 
9%, nine times less than the negative response rate from 
Group 1• 
These scores show that the subjects in Group 1, those 
retired less than five years from professional football, 
have a globally negative perception of themselves. For all 
the other groups, there appears to be a relationship between 
self concept and number of years retired. The greater the 
time passed since the retirement transition, the more 
positive the scores on perception of self concept. These 
findings are strikingly consistent with those presented in 
Chapter 4, which revealed the same recurring pattern of the 
most negative self perceptions for Group 1, followed by a 
trend towards more positive perceptions of self as the 
number of years retired increases. 
Although these findings do not prove conclusively that 
the pronounced negativity found in Group 1 is caused by the 
transition experience, there is strong evidence for this 
provided by the consistent pattern of all the items. The 
conclusive establishment of a causal relationship between 
retirement and self concept requires a longitudinal study of 
professional football players' self concepts, with 
comparative measurements taken prior to retirement and 
shortly thereafter. 
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The issue of whether or not the retirement transition 
has caused the negative self concept profile for Group 1 
should not obscure the larger issue of the presence of such 
a profile and its relationship to the purpose of this study. 
Both the findings from the personal construct scales 
presented in the context of Schlossberg's model, and the 
findings from the other predefined scales in the MSGO-I 
instrument have important implications for the design of an 
effective career transition program. These implications are 
discussed further in the Conclusions chapter. 
As specified in the Introduction Chapter, the 
Schlossberg model was intended to provide a framework for 
interpreting the impact of retirement upon self concept. 
According to the model, a transition can be either negative 
or positive, depending upon the combined impact of the 
elements of the transition, of the individual, and of the 
environment. The scores which the subjects assigned to the 
topics corresponding to these elements clearly suggest that 
the transition was negative and traumatic, and especially so 
for Group 1. 
CHAPTER 6 
CONCLUSIONS 
Implications for the Design of a Career Transition Program 
As discussed in the Purpose of Study section of this 
research, the data gathered on self concept, adult learner 
orientation, and the impact of a significant transitional 
experience upon the subjects of this study are intended to 
form the foundation for the design of a career transition 
program to address the needs of the retired professional 
football player. This context frames the conclusions that 
follow. 
A prior study conducted upon the same pool of subjects 
from which this sample was drawn found that 99% of the 
respondents perceived a strong need for a career transition 
program for all retired professional football players, 
regardless of the length of time retired [Rhodes, 1990]. 
The findings of this study have refined the needs of those 
players into two distinct groups: those retired five years 
or less, and those retired six or more years. As the 
findings for Group 1, the most recently retired, were so 
dramatically different than the findings for all of the 
other groups, this section will focus primarily upon the 
implications of those findings for development of a career 
transition program which will address their needs. 
The overall scores for andragogical orientation 
determined that the subjects of Group 1, those retired 0-5 
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years, were the least andragogically oriented of all the 
subjects. In addition, they had the most negative scores on 
general self concept, goal self concept, and self-as- 
perceived-by-others. Furthermore, the scores returned on 
the personal construct scales indicate a globally negative 
attitude in the categories proposed by Schlossberg [1981] to 
be predictive of successful adaptation to transition. A 
successful career transition program must address this 
psychological profile. 
The trend away from andragogical orientation is not a 
surprising one. The subjects have been exposed to the 
authoritarian, militaristic style used in football coaching 
for most of their lives. This style can be compared to an 
exaggerated form of pedagogical education, where the coach 
(teacher) is viewed as the ultimate authority, and the 
player (learner), who must accept his decisions without 
question, is relegated to the status of a small child who 
must be molded to conform. To expect a subject fresh from 
such an environment, regardless of age, to have an 
andragogical orientation is unreasonable. 
The negative self concept scores, too, can be explained 
in terms of the impact of the transition experience. As 
discussed in the Review of the Literature Chapter of this 
study, the subjects' separation from professional football 
precipitates a corresponding separation from their primary 
identities, and there ensues a period of intense self-doubt 
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while restructuring the self concept. The existence of this 
period of turmoil is further supported by the globally 
negative responses to the personal construct scales 
interpreted using Schlossberg's model. 
A career transition program which exacerbates this 
negative self concept is certain to fail. In order to 
succeed, its structure and delivery must correspond to the 
stages which occur during an individual's recovery from a 
traumatic experience. In terms of adult learning, the 
literature suggests that all adults entering a new learning 
experience begin with dependent behaviors, then move to 
independent behavior, and finally to interdependent 
behavior. This progression can be best managed by an 
instructor who is able to provide structure and direction at 
the beginning of learning activities, then move to 
encouraging individual activities, and finally to 
interdependent activities within groups and integrative 
processes for individuals [Brundage & Mackeracher, 1980]. 
The theoretical framework that best addresses these 
issues for the professional football player is that of 
developmental theory focusing on situation-specific 
responses to change and trauma [Adams, 1974: Kubler-Ross, 
1970; Tuckman, 1965; Hunt & Sullivan, 1974; Gibb, 1964; 
Schutz, 1967]. These theorists postulate four general 
stages of behavior. The following synthesizes the ideas and 
stages presented in those theories: 
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Entry Stage: This stage begins when a learner enters a 
new situation which he perceives as personally stressful or 
threatening. He may feel disoriented and may respond with 
inappropriate behavior, or by disengaging. A learner in the 
entry stage tends to rely on external standards to guide his 
behavior and to base his assumptions on past experience, 
even though it may be inappropriate. In this stage, the 
instructor can best support the learner by creating a 
familiar, dependable environment. This is particularly 
important in view of the self doubts and negative self 
concepts which the learners will most likely bring to the 
situation. 
To help create a comfortable environment for the 
recently retired professional football player, who is likely 
to base his assumptions about education upon his experience 
as a player subordinating himself to his coach, the 
instructor would be most likely to succeed by creating an 
initial environment which may be viewed as pedagogical. 
This strategy would not only recreate the familiar, but also 
exclude risk-taking activities which the learners could 
perceive as threatening to their already fragile self 
concepts. The andragogical orientation subscales presented 
earlier in this study provide a useful framework for 
structuring that initial environment. 
With regard to purpose of education, which refers to 
the learner's perception of the objectives of the 
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educational environment, an adult learner with a pedagogical 
orientation prefers to focus on learning traditional skills 
in order to remedy any existing deficiencies. This would 
appear to be an appropriate strategy for the entry stage for 
this particular career transition program, as the retired 
player may become aware of his skill deficiencies for the 
first time. 
Concerning nature of learners, which refers to the 
learners' willingness and desire to assume responsibility 
for the content and process of the learning experience, an 
adult with a pedagogical orientation relinquishes 
responsibility for those decisions to the instructor. As 
this voluntary dependency relationship is similar to that 
between a player and his coach, perpetuating it during the 
entry stage of a career transition program may provide the 
newly retired player with a sense of familiarity and 
comfort. 
As for characteristics of learning experiences, which 
refers to the role of the instructor, a pedagogically 
oriented adult learner prefers an instructor who claims to 
dispense absolute truth. As was the case for nature of 
learners, this mode of instruction is similar to that used 
by professional football coaches, and would provide the 
former player with a sense of continuity and predictability. 
Regarding management of learning experiences, which 
deals with the source of direction and control of learning. 
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an adult learner with a pedagogical orientation would most 
likely assign these functions to the instructor willingly, 
as he would deny having the expertise necessary to make the 
correct decisions. In view of the negative self concept 
scores found for Group 1 in this study, it reasonable to 
assume that the subjects would lack the self confidence to 
direct and control their learning, and would benefit, at 
least initially, by leaving those functions to the 
instructor. 
With respect to evaluation, which refers to beliefs 
about whether the learner or the instructor is best 
qualified to determine whether learning has taken place, the 
retired player would most likely defer this decision to the 
instructor, as he is accustomed to unconditional evaluation 
by his coach. His negative self concept would also be 
expected to deter him from assuming this type of 
responsibility. In view of this and the findings of this 
study, the instructor should find means to provide specific 
feedback at every opportunity which will assist the player 
to build self confidence and facilitate the shift to a more 
positive self concept. 
The final element to be considered in the initial 
stages of the program is relationships, which refer to 
interpersonal classroom behaviors between learners and the 
instructor and among learners. In order to maintain a level 
of emotional safety for the newly retired player who already 
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suffers from a negative self concept, classroom 
relationships during the entry stage of a career transition 
program should be managed as impersonally as they were 
managed in professional football. 
Initially, the pedagogically structured environment is 
likely to feel comfortable, predictable, and familiar to the 
player fresh out of professional football and accustomed to 
its "coaching mentality". This initial sense of familiarity 
may give the player the confidence to endure the entry stage 
of a career transition program and move to the second stage. 
Reactive Stages A learner moves from the entry stage 
into the reactive stage when he develops a sense of his own 
individuality and an ability to act independently, or when 
he perceives the entry stage environment to be unsupportive 
and unreliable. He may begin to replace the need for 
structure and predictability with a need for self¬ 
understanding. As he begins to experience himself as an 
individual, he may perceive the entry stage format as 
stifling, and may become argumentative and critical. This 
stage may begin when the learner realizes that the rewards 
for strict adherence to the rules do not exist to the same 
degree as they did in professional football. 
At this point, the instructor can best support the 
learner by encouraging expressions of individual feelings 
and opinions, and by relaxing the rigidity of the "coaching 
mentality" environment. It should be made clear that the 
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learners are free to question and challenge the material 
presented by the instructor, and the instructor should 
reward these behaviors with positive verbal feedback. 
It may also be appropriate to introduce self-assessment 
methods for exploration of individual strengths and 
cognitive styles during this stage. However, as the self 
concept may still be somewhat fragile, it is important that 
these explorations be designed to prevent additional 
negative feedback. 
The self knowledge which the retired players would be 
expected to gain from the activities designed for the 
reactive stage of the career transition program should 
facilitate a natural transition to the next stage of the 
program. 
Proactive Stage: When the learner gains confidence 
about himself as an individual with desirable skills and 
strengths, he then is ready to experiment with new roles as 
an acceptable and accepted member of the group. This marks 
the beginning of the proactive stage, in which he discovers 
and later accepts the individuality of other group members. 
He tends to become more involved in mutuality, negotiation, 
and cooperation, and he seeks to understand his relationship 
with others in various situations. At this stage, it is 
appropriate for the instructor to begin to modify the format 
to a more andragogical orientation incorporating group 
activities and dialogues. The instructor's role becomes 
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more facilitative in nature, providing descriptive and 
immediate feedback about individual behavior. As these 
activities will be new to most retired players, it is 
important they be introduced with a minimum of personal 
risk. 
The behavioral feedback provided during this stage 
would be expected to deepen the personal insights gained 
during the reactive stage and facilitate the transition from 
preoccupation with the negative aspects of the self to an 
expanding perspective which includes recognizing the value 
of diverse perspectives as a means of continued growth and 
self understanding. 
Integrative Stage: Once the learner has learned to 
value and distinguish between individual others, he moves to 
the integrative stage, during which he learns to integrate 
the perspectives of others with his own. During this stage, 
the learner develops a sense of balance between himself and 
others and is able to integrate perspectives which involve 
multiple interpretations of experience, multiple standards 
of behavior, and multiple sources of information. The 
instructor can best support the learners in this stage by 
shifting the focus to a small group discussion format, in 
which the instructor assumes the role of a co-learner, 
willing to share feelings, values and personal information. 
Once the four-stage process described above is 
complete, and the self-concept issues precipitated by the 
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retirement trauma have been ameliorated, the retired 
professional football player may then be better equipped to 
utilize more traditional career development tools, such as 
networking, placement services, job search workshops, and 
mentoring. However, it must be stressed that the issue 
central to the success of all aspects of a career transition 
program for the retired professional football player is the 
evolution of the self concept from unfavorable to favorable. 
Unless the instructor and the learning activities focus upon 
changing the learners' self concepts from negative to 
positive, the learners may be unwilling and even unable to 
benefit from the program. 
Although the primary intent of this research is to 
formulate an appropriate theoretical perspective upon which 
to build a career transition program for retired 
professional football players, it would be incomplete 
without some preliminary speculations about the pragmatic 
applications of this theory. The ensuing discussion focuses 
upon five program elements: participation, objectives, 
instructors, curriculum design, and program completion. 
Even the most carefully designed program will be 
ineffective if it fails to attract the participation of 
those for whom it is intended. As mentioned earlier in this 
study, most active pro football players do not perceive a 
need for post-football planning until after their playing 
careers have ended and they experience the negative impact 
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of the ensuing transition. However, once separated from 
football, former players may be more difficult to contact 
and influence. 
In order to capture the maximum number of participants, 
recruitment must commence well before the retirement 
experience. One method that has been been successful in 
involving active players in other voluntary activities, such 
as charity fund drives, has been the endorsement of former 
"star" players who are respected and admired by the active 
players. During the course of this research, several 
members of the Pro Football Hall of Fame, some of whom 
reported severe adjustment difficulties with their own 
football retirements, have offered their services for this 
purpose. One option to consider is the development of an 
informational videotape featuring these players to be shown 
at the individual football team meetings as part of the 
training camp experience. The tape also should be made 
available to individual players for viewing as requested. 
In addition to developing means to encourage player 
participation, it is important to clarify the program's 
objectives for its instructors as well as its participants. 
The findings of this study suggest that the most important 
program objective is to to assist players in developing more 
positive self concepts. While this objective clearly should 
have the most influence on the program's design, it would 
not necessarily be stated in the program literature. The 
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stated objectives would include: to assist players in 
identifying their existing areas of skill and interest; to 
assist players in matching their existing skills and 
interests to appropriate career directions; to assist 
players in learning how to learn, specifically as it applies 
to the aquisition of the additional education and/or skills 
required for the chosen new career direction. 
Consistent with the stage theory framework recommended 
for this career transtion program, it is also critical to 
seek instructors skilled in the management of the 
psychological, learning orientation, and group dynamics 
processes which normally manifest during the movement 
through the four stages. The entry stage would be best 
managed by an instructor familiar with the group identity 
and culture of pro football, one whom the participants would 
be likely to trust. The ideal candidate would have 
experience both as a pro football player or coach and as a 
teacher of adults whose learning styles are congruent with 
pedagogical principles. It may not be appropriate to retain 
the same instructor throughout the course of the program, as 
the skills required for the various stages change as the 
learners' needs change. As the learners progress from the 
entry stage, through the reactive, proactive, and 
integrative stages, the instructor will need to provide 
constructive feedback, establish a context for group 
dynamics, and possibly manage interpersonal conflict. It is 
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suggested that the program adopt an instructor team concept 
in order to insure that the expertise appropriate for 
diverse emerging learner needs is present throughout the 
program. 
Although curriculum design is not the purpose of this 
study, some preliminary suggestions and general comments are 
provided. The program should offer a variety of learning 
and informational activities to appeal to participants in 
the various stages identified in the four stage model. As 
not all participants will progress at the same rate, 
multiple activities should be available to address diverse 
learner needs. 
For those in the entry stage, activities which present 
minimal personal risk would be most appropriate. Lectures, 
demonstrations, and videos which would explain and 
acknowledge the difficulties of the retirement transition 
would allow participants to begin to understand what has 
happened to them. This initial informational series of 
activities should also provide participants with an 
inventory of skills they may already possess as a result of 
their experience as professional athletes, in order to begin 
to build self confidence. 
As participants move from the entry stage into the 
reactive stage and begin to act independently, some written 
self-assessment exercises, with instructor feedback, may be 
introduced. This would give participants the opportunity to 
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apply the general information presented in the entry stage 
activities to themselves and to begin to develop a sense of 
their own direction. At the same time, guest sessions with 
former players in various careers would expose participants 
in this stage to opportunities which may be a good match for 
their own skills and interests. 
Another activity appropriate for this stage, and one 
which has realized tremendous success, is a self guided 
computerized instrument designed specifically for 
individuals in career transition, such as the Educational 
Testing Service's SIGI PLUS. This instrument was designed 
to assist adult learners in exploring job skills and 
potential careers in a no-risk environment. After a brief 
introduction by the instructor, the participants should be 
left to work privately at their own pace at the computer, 
thus eliminating the vulnerability and anxiety which may 
accompany a group sharing environment. The SIGI PLUS system 
may be supplemented with some manual scoring instruments to 
identify individual strengths and skills, such as the 
Strength Deployment Inventory [Porter, 1973]. 
Participants in the third stage, the proactive stage, 
will benefit from participation in large group dynamics. 
Activities such as group fishbowl activities, where one 
group of participants is given a group decision making task 
to complete, while another group and the instructor observe 
the process and later provide written or verbal comments to 
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the participating group, provide a low risk introduction to 
behavioral feedback. Once participants attain an acceptable 
comfort level with activities of this nature, the instructor 
may increase the personal risk level by staging role play 
situations and videotaped presentations requiring observers 
to give constructive feedback to individuals, rather than to 
groups. At this point, the activities can be designed to 
assist participants in developing very specific career 
transition skills, such as interviewing for a job. 
In the final stage, when participants are prepared to 
take more personal risks and integrate the perspectives of 
others, the activities should be presented in a small group 
format, with each group containing no more than four 
members. This structure, which provides the individual 
group members sufficient time to develop trust and give 
everyone "air time", has proven to be an effective tool for 
the integrative stage. At this stage of the career 
transition program, participants will likely wish to assume 
responsibility for the topics selected for small group 
discussion. However, for groups unable to select a suitable 
topic, the instructor should have available one of the 
several career anchors instruments which facilitate small 
group explorations of individual emotions and values related 
to past career experiences. This will assist participants 
in choosing a career direction which is most congruent with 
their abilities and aspirations. 
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The final element of pragmatic concern to be discussed 
here is that of program completion. The career transition 
program is, as its name suggests, a means of making a 
transition from one career to another. As such, its 
completion occurs when that transition is over, and should 
provide for a flexible exit system which will vary according 
to the individual participant. The program is not intended 
to be a degree granting course of study, but rather a bridge 
from professional football to a new level of personal 
empowerment which will enable participants to access many 
traditional career development instruments and job networks. 
Recommendations for Further Research 
Further research is necessary to determine the 
significance of the MSGO-I discrepancy scores between 
measures of self concept, goal self concept, and self-as- 
perceived-by-others, and their relationships to 
participation in a career transition program. The 
relationship between culturally atypical goals and number of 
years retired should also be investigated to determine 
whether it would impact participation in a program or 
influence its structure and presentation. 
Additional research is needed to determine the most 
appropriate time to offer the transition program to retiring 
players. Although this research clearly identifies Group 1 
as needing intervention the most, the boundaries of 0-5 
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years are too broad for this purpose. Prior research has 
suggested that the first six months are the most traumatic 
[Pitts et al, 1987]. In addition, research is needed to 
determine if intervention might prepare professional 
football players for retirement prior to the event, thereby 
ameliorating its globally negative impact. 
More study also is needed to determine how long the 
program should be. Although the suggested design recommends 
a flexible exit format, that is purely speculative and may 
be unmanageable. 
Finally, more study is needed to examine in detail the 
needs of those retired more than five years. The sharp 
contrast between the findings for Group 1 and all of the 
other groups may lead to erroneous tendencies to treat all 
subjects not in Group 1 alike. If that occurs, a career 
transition program may successfully capture all those in 
Group 1 but lose many others with career needs that emerge 
later in life. 
While the needs of Groups 2-7 may be addressed in 
future research, what has emerged consistently and clearly 
in this study is that Group 1, retired from football five 
years or less, experiences a markedly negative self concept. 
A career transition program for these subjects must provide 
means to manage this pervasive negativity regardless of what 
else it intends to deliver. 
144 
In addition to the research recommendations provided 
for professional football players, there are numerous 
potential applications of the career transition program 
presented here to other professional athletes, providing 
that additional studies conducted upon these groups find a 
similar pattern of negative self concepts associated with 
traumatic retirement experiences from their athletic 
careers. 
The recommendations may also be applied to other groups 
of professions who have suffered abrupt, unexpected ends to 
their careers. Further research is needed, however, to 
determine if the pattern of negative self self concept and 
traumatic career termination is present in these groups. If 
the same pattern emerges for non-athlete professionals as 
was seen for the professional football players, it may 
contribute significantly to new knowledge by forming the 
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Table 34 171 
Characteristics of the Individual Undergoing the Change: 
Psychosocial Competence/Attitudes Towards Self 
X. PROBLEM SOLVING SKILLS 
GROUP YEARS 1STRONGLY * OF * OF * OF * OF STRONGLY * OF * OF 
NUMBER RETIRED n INSGATIVE TOTAL NEGATIVE TOTAL NEUTRAL TOTAL POSITIVE TOTAL POSITIVE TOTAL SAMPLE 
1 D-S 4 2 50.0* 1 25.0* 0 0.0* 1 25.0* 0 0.0* 22.2* 
2 6-10 7 1 14.3* 2 28.6* 0 0.0* 3 42.9* 1 14.3* 33.3* 
3 11-15 9 0 0.0* 1 11.1* 1 11.1* 5 55.6* 2 22.2* 40.9* 
4 16-20 10 0 0.0* 0 0.0* 2 20.0* 3 30.0* 5 50.0* 30.3* 
5 21-25 e 0 0.0* 1 12.5* 0 0.0* 4 50.0* 3 37.5* 44.4* 
6 26-30 e 0 0.0* 0 0.0* 1 12.5* 3 37.5* 4 50.0* 44.4* 
7 OVER 30 4 0 0.0* 0 0.0* 0 0.0* 3 75.0* 1 25.0* 40.0* 
iII. INTELLECTUAL SKILLS 
GROUP YEARS 

















1 0-5 6 1 12.5* 1 12.5* 1 12.5* 3 37.5* 2 25.0* 44.4* 
2 6-10 10 0 0.0* 1 10.0* 1 10.0* 5 50.0* 3 30.0* 47.6* 
3 11-15 10 0 0.0* 1 10.0* 0 0.0* 6 60.0* 3 30.0* 45.5* 
4 16-20 11 0 0.0* 1 9.1* 2 18.2* 4 36.4* 4 36.4* 33.3* 
5 21-25 9 0 0.0* 0 0.0* 0 0.0* 3 33.3* 6 66.7* 50.0* 
6 26-30 9 0 0.0* 0 0.0* 0 0.0* 2 22.2* 7 77.8* 50.0* 
7 OVER 30 4 0 0.0* 0 0.0* 0 0.0* 3 75.0* 1 25.0* 40.0* 
m. SOCIAL SKILLS 
GROUP YEARS 

















1 0-5 10 4 40.0* 2 20.0* 1 10.0* 2 20.0* 1 10.0* 55.6* 
2 6-10 10 2 20.0* 1 10.0* 2 20.0* 4 40.0* 1 10.0* 47.6* 
3 11-15 12 0 0.0* 2 16.7* 1 8.3* 6 50.0* 3 25.0* 54.5* 
4 16-20 13 0 0.0* 1 7.7* 2 15.4* 4 30.8* 6 46.2* 39.4* 
5 21-25 8 0 0.0* 0 0.0* 0 0.0* 3 37.5* 5 62.5* 44.4* 
« 26-30 8 0 0.0* 0 0.0* 1 12.5* 3 37.5* 4 50.0* 44.4* 
7 OVER 30 3 0 0.0* 0 0.0* 0 0.0* 2 66.7* 1 33.3* 30.0* 
rv. surdity or education 
GROUP YEARS STRCWGLT * OF * OP * OF * OP STRONGLY * OF * OF 
NUMBER RETIRED n NEGATIVE TOTAL NEGATIVE TOTAL NEUTRAL TOTAL POSITIVE TOTAL POSITIVE TOTAL SAMPLE 
1 0-5 11 4 36.4* 4 36.4* 1 9.1* 1 9.1* 1 9.1* 61.1* 
2 e-ic 9 2 22.2* 2 22.2* 2 22.2* 2 22.2* 1 11.1* 42.9* 
3 11-15 10 0 0.0* 2 20.0* 1 10.0* 5 50.0* 2 20.0* 45.5* 
4 16-20 14 1 7.1* 4 28.6* 3 21.4* 4 28.6* 2 14.3* 42.4* 
5 21-25 11 0 0.0* 7 63.6* 0 0.0* 2 18.2* 2 18.2* 61.1* 
6 26-30 6 0 0.0* 0 0.0* 2 33.3* 2 33.3* 2 33.3* 33.3* 
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rSTUDENTS ORIENTATION QUESTIONNAIRE 
Instructions: This questionnaire is designed to determine the learner’s orientation to 
education. Please respond in terms of your perception of how each of the statements would 
alter your willingness to leam. 
For each statement, please put an "X" in one of the five boxes after the statement. 
Choose the box that best matches your attitude toward that statement. 
ALMOST ALMOST 
ALWAYS OFTEN OCCASIONALLY SELDOM NEVER 
For example: I feel the instructor should 
provide me with the opportunity to develop 
warm relationships with other students. 
[ 1 [ ] [X] [ ] [ ] 
1. 1 feel the instructor should present all 
information as the absolute truth. [ ] [ 1 [ 1 [ ] [ 1 
2. 1 feel the instructor should encourage 
me to examine my feelings, attitudes, 
and behaviors. 
[ 1 [ ] [ 1 [ ] 
3. 1 feel the instructor should firmly direct 
learning. [ 1 [ ] [ 1 [ 1 
[ ] 
4. 1 feel the instructor should treat me as 
if 1 am able to leam. [ 1 [ 1 [ ] [ 1 [ ] 
5. 1 feel the instructor should allow me 
to participate in deciding what is to be 
learned and how it is to be done. [ ] [ 1 [ 1 [ ] [ ] 
6. 1 feel the instructor should give 
examinations regularly. [ 1 [ 1 [ 1 [ ] [ 1 
7. 1 feel the instructor should help 
me to organize the content and 
sequence of learning activities. [ 1 [ ] [ ] [ ] [ 1 
8. 1 feel the instructor should 
evaluate my achievements 
and assign grades. [ 1 [ 1 [ ] [ 1 [ 1 
9. 1 feel the instructor should 
obtain suggestions from me on 
how to improve his/her teaching. [ 1 [ 1 [ 1 [ 1 [ 1 
10. 1 feel the instructor should 




ALWAYS OFTEN OCCASIONALLY SELDOM NEVER 
11. 1 feel the instructor should 
show me that my abilities and 
experiences are respected 
and valued. [ ] [ 1 [ ] [ ] [ ] 
12. I feel the Instructor should help me to 
accept the values of society. 
13. I feel the instructor's principal method 
of teaching should be lecturing and 
assigning reading, or both. 
14. I feel the instructor should not allow 
individual differences among students in 
the academic sense. 
15. I feel the instructor should act as if 
s/he is repsonsible for motivating me to 
learn what s/he wants me to learn. 
16. I feel the instructor should help me to 
choose and develop my own direction 
for learning. 
17. I feel the instructor should make all 
the decisions about when, where, and 
what should be taught. 
18. I feel the instructor should seldom know 
the average students as separate 
individuals. 
19. I feel the instructor should not change his/ 
her expressed decisions without unusually 
good reasons. 
20. I feel the instructor should take time to 
develop a friendly and cooperative 
atmosphere in the classroom. 
21. I feel the instructor should allow me 
to evaluate his/her achievements. 
22. I feel the instructor should discourage 
competition among students. 
23. I feel the instructor should discuss 




ALWAYS OFTEN OCCASIONALLY SELDOM NEVER 
24. I feel the Instructor should help me 
define changes in behavior which I 
desire and the instructor should help 
me try to make those changes. [ ] [ ] [ ] [ ] [ ] 
25. I feel the instructor should treat me 
as competent to choose and cany out 
my own projects for learning. [ ] [ ] [ ] [ ] [ 
26. I feel the instructor should help me to 
free myself from fixed habits and thought 
patterns that block my growth. [ ] [ ] [ ] [ ] [ 
27. I feel the instructor should encourage 
me to create my own learning activities 
and material. [ ] [ ] [ ] [ ] [ 
28. I feel the instructor should require 
assignments and grade them. [ ] [ ] [ ] [ ] [ 
29. I feel the instructor should follow a 
topical outline course plan. [ ] [ ] [ ] [ ] [ 
30. I feel the instructor should base 
evaluation entirely on course objectives. [ J [ ] [ ] [ ] [ 
31. I feel the instructor should encourage 
competition among students to develop 
courage, determination, and industry. [ ] [ ] [ ] [ ] [ 
32. I feel the instructor should provide 
students with opportunities to develop 
warm relationships with him/her. [ ] [ ] [ ] [ ] [ 
33. I feel the instructor should encourage 
me to critically evaluate my society 
and try new behavior. [ ] [ ] [ ] [ ] [ 
34. I feel the instructor should know better 
than the students what is best for them. [ ] [ ] [ ] [ ] I 
35. I feel the instructor loses respect if 




ALWAYS OFTEN OCCASIONALLY 
ALMOST 
SELDOM NEVER 
36. I feel the instructor should act as If 
maturity depends more on continuing 
growth in self-understanding than on 
growth in knowledge. 
37. I feel the instructor should tell me 
what should be learned and how it 
should be done. 
38.1 feel the instructor should determine 
the learning objectives to avoid wasting 
too much time in irrelevant discussion. 
39. I feel the instructor should be concerned 
primarily with the needs of the student. 
40. I feel the instructor should allow 
students to prepare tests. 
41. I feel the instructor should allow me 
to set my own goals. 
42. I feel the instructor should help me 
leam what I decide will aid me in 
achieving my personal goals. 
43. I feel the instructor should take great 
pains to prevent students from 
taking advantage of him/her. 
44. I feel the instructor should play it 
safe and not take chances. 
45. I feel the instructor should encourage 
cooperation among students and invite 
them to take risks and experiment. 
46. I feel the instructor should carefully 
plan the work for the class. 
47. I feel the instructor should use group 
activities rather than such methods 
as lectures. 
48. I feel the instructor's relationship with 
adult learners should be impersonal. 





ALWAYS OFTEN OCCASIONALLY SELDOM NEVER 
49. 1 feel the instructor should plan units 
of work with the students. [ 1 [ ] I 1 [ 1 [ 1 
50. 1 feel the instructor should set up 
a clear plan and stick with it. [ 1 [ ] [ ] [ 1 [ ] 




_Military (Active Duty) 
_Highest educational level attained (years) 
THANK YOU!! 
Revised Questionnaire 195 
ADULT LEARNER ORIENTATION QUESTIONNAIRE 
Instructions: This questionnaire is designed to determine the adult learner's orientation to 
education. Please answer in terms of your perception of how each of the statements would 
alter your willingness to learn. 
For each statement, please put an "X" in one of the five boxes after the statement. 
Choose the box that best matches your attitude toward that statement. 
ALMOST ALMOST 
ALWAYS OFTEN SOMETIMES SELDOM NEVER 
1. I feel the instructor should present all 
information as the absolute truth. 
2. I feel the instructor should encourage 
me to examine my feelings, attitudes, 
and behaviors. 
3. I feel the instructor should firmly direct 
my learning. 
4. I feel the instructor should treat me as 
if I am able to learn. 
5. I feel the instructor should allow me 
to participate in deciding what is to be 
learned and how it is to be done. 
6. I feel the instructor should give 
examinations regularly. 
7. I feel the Instructor should help 
me to organize the content and 
sequence of learning activities. 
8. I feel the instructor should 
evaluate my achievements 
and assign grades. 
9. I feel the instructor should 
obtain suggestions from me on 
how to improve his/her teaching. 
10. I feel the instructor should 
encourage competition among 
adult learners. 
[ ] 




[ ] l 1 
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ALMOST ALMOST 
ALWAYS OFTEN SOMETIMES SELDOM NEVER 
11. I feel the instructor should 
show me that my abilities and 
experiences are respected 
and valued. 
12. I feel the instructor should help me to 
accept the values of society. 
13. I feel the instructor’s principal method 
of teaching should be lecturing and 
assigning reading, or both. 
14. I feel the instructor should not allow for 
Individual academic differences among 
adult learners. 
15. I feel the instructor should act as if 
s/he is repsonsible for motivating me to 
learn what s/he wants me to leam. 
16. I feel the instructor should help me to 
choose and develop my own direction 
for learning. 
17. I feel the instructor should make all 
the decisions about when, where, and 
what should be taught. 
18. I feel the instructor should seldom know 
the average adult learners as separate 
students. 
19. I feel the instructor should not change his/ 
her expressed decisions without unusually 
good reasons. 
20. I feel the instructor should take time to 
develop a friendly and cooperative 
atmosphere in the classroom. 
21. I feel the instructor should allow me 
to evaluate his/her achievements. 
22. I feel the instructor should discourage 
competition among adult learners. 
23. I feel the instructor should discuss 
his/her learning blunders with me. 
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ALMOST ALMOST 
ALWAYS OFTEN SOMETIMES SELDOM NEVER 
24. I feel the instructor should help me 
define changes in behavior which I 
desire and the instructor should help 
me try to make those changes. 
25. I feel the instructor should treat me 
as competent to choose and carry out 
my own projects for learning. 
26. I feel the instructor should help me to 
free myself from fixed habits and thought 
patterns that block my growth. 
27. I feel the instructor should encourage 
me to create my own learning activities 
and material. 
28. I feel the instructor should require 
assignments and grade them. 
29. I feel the instructor should follow a 
course outline which lists the topic 
to be covered during each class. 
30. I feel the instructor should base 
evaluation entirely on course objectives. 
31. I feel the instructor should encourage 
competition among adult learners to 
develop courage, determination, and 
industry. 
32. I feel the instructor should provide 
adult learners with opportunities to 
develop warm relationships with him/her. 
33. I feel the instructor should encourage 
me to critically evaluate my society 
and try new behavior. 
34. I feel the instructor should know better 
than the adult learners what is best 
for them. 
35. I feel the instructor loses respect if 
s/he makes a mistake. 
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ALMOST ALMOST 
ALWAYS OFTEN SOMETIMES SELDOM NEVER 
36. I feel the instructor should act as If 
maturity depends more on continuing 
growth in self-understanding than on 
growth in knowledge. 
37. I feel the instructor should tell me 
what should be learned and how it 
should be done. 
38. I feel the instructor should determine 
the learning objectives to avoid wasting 
too much time in irrelevant discussion. 
39. I feel the instructor should be concerned 
primarily with the adult learner's needs. 
40. I feel the instructor should allow adult 
learners to prepare tests. 
41. I feel the instructor should allow me 
to set my own goals. 
42. I feel the instructor should help me 
learn what I decide will aid me in 
achieving my personal goals. 
43. I feel the instructor should take 
pains to prevent adult learners from 
taking advantage of him/her. 
44. I feel the instructor should play it 
safe and not take chances. 
45. I feel the instructor should encourage 
cooperation among adult learners and 
invite them to take risks and experiment. 
46. I feel the instructor should carefully 
plan the work for the class. 
47. I feel the instructor should use group 
activities rather than such methods 
as lectures. 
48. I feel the instructor's relationship with 
adult learners should be impersonal. 
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ALMOST ALMOST 
ALWAYS OFTEN SOMETIMES SELDOM NEVER 
49. 1 feel the instructor should plan units 
of work with the adult learners. [ ] [ ] [ ] [ ] [ ] 
50. 1 feel the instructor should set up 
a clear plan and stick with it. [ ] [ 1 [ ] [ ] [ ] 

























































ADULT LEARNER ORIENTATION SAMPLE SCORING SHEET 
01/14 
QU# TYPE SCORING SCORE SUBDIM YRSRET SCORESTTL 
1 P 1-5 1 PUR 14 
2 A 5-1 5 PUR AVGP 62.00 
3 P 1-5 2 NAT 
4 A 5-1 3 NAT AVGA 98.00 
5 A 5-1 4 CHA 
6 P 1-5 1 MAN AVGB 160.00 
7 A 5-1 5 MAN 
8 P 1-5 1 EVA 
9 A 5-1 4 EVA AVGPUR 28.00 
10 P 1-5 2 REL 
11 A 5-1 4 REL AVGNAT 28.00 
12 P 1-5 2 PUR 
13 P 1-5 3 PUR AVGCHA 27.00 
14 P 1-5 4 NAT 
15 P 1-5 3 CHA AVGMAN 38.00 
16 A 5-1 4 CHA 
17 P 1-5 3 MAN AVGEVA 13.00 
18 P 1-5 3 REL 
19 P 1-5 1 MAN AVGREL 26.00 
20 A 5-1 3 MAN 
21 A 5-1 4 EVA 
22 A 5-1 2 REL TTL 160.00 
23 A 5-1 3 REL 
24 A 5-1 4 PUR 
25 A 5-1 4 NAT 
26 A 5-1 5 NAT 
27 A 5-1 4 CHA 
28 P 1-5 1 MAN 
29 P 1-5 2 MAN 
30 P 1-5 2 EVA 
31 P 1-5 3 REL 
32 A 5-1 4 REL 
33 A 5-1 3 PUR 
34 P 1-5 3 NAT 
35 P 1-5 4 REL 
36 A 5-1 4 PUR 
37 P 1-5 3 CHA 
38 P 1-5 2 MAN 
39 A 5-1 4 MAN 
40 A 5-1 2 EVA 
41 A 5-1 4 CHA 
42 A 5-1 5 PUR 
43 P 1-5 5 NAT 
44 P 1-5 5 MAN 
45 A 5-1 5 CHA 
46 P 1-5 2 MAN 
47 A 5-1 3 MAN 
48 P 1-5 3 REL 
49 A 5-1 4 MAN 
50 P 1-5 2 MAN 
Original Instrument 202 
MISKIMINS SELF-GOAL-OTHER DISCREPANCY SCALE-1 (MSGO-I) 
Name Date Spy 
Birthdate Ane Marital Status- S M Sep 
Occupation Fduratinn Examiner 
INSTRUCTIONS: PLEASE READ CAREFULLY 
The purpose of this questionnaire is to measure your ideas about important areas of living. You will be 
asked to rate yourself, according to your own experience and feelings, on a total of twenty items. Each 
of these items is simply a pair of opposite words, such as “good — bad”, on which you will be required 
to give your standing by placing yourself nearer to “good”, nearer to “bad”, or somewhere in between. 
You will be asked to look at each pair of word-opposites in three different ways. These are: 
1. SELF — This is defined as the way in which you see yourself, or how you would describe your own 
experience and feelings. Thus, if you were dealing with the opposite words “good — bad", you would 
have to decide WHERE YOU ARE on the scale between “good” and “bad”. 
2. GOAL — This is defined as how you would most like to be. Thus, if you were dealing with the opposites 
“good — bad”, you would have to decide WHERE YOU WANT TO BE on the scale between "good" 
and “bad”. 
3. OTHERS — This is defined as how you think other people see you. For the opposites “good — bad”, 
you would have to decide WHERE OTHERS SEE YOU on the scale, nearer to “good” or nearer to 
“bad” or somewhere in between. 
SAMPLE ITEM 
The following pair of opposite words, “hard working — lazy”, are provided as an example. Consider these 
word-opposites and rate yourself in the three ways described above — SELF, GOAL, and OTHERS. 
1 2 3 4 5 6 7 8 9 
A. Hard-working Self Self Lazy 
Goal Goal 
Others Others 
First, for the SELF rating — make an X in one of the squares on the first line to indicate where you see 
yourself as belonging between “hard working” and “lazy”. Second, for the GOAL — place yourself on 
the second line of the scale (labeled GOAL on both ends) according to where you would most like to 
be, between “hard working” and “lazy”. And thirdly, for the OTHERS rating — place an X in a square 
on the third line (labeled OTHERS) according to where you think other people might rate you as being 
between “hard working” and "lazy”. Now you should have a total of three ratings for the sample item, 
an X on each line (SELF, GOAL, and OTHERS). 
If you have any questions at this point, please ask the examiner for help! 
Copyright ic) 1967 by R.W. Miskimins. All rights reserved Published by RMBSI. Inc.. P. O. Box 1066. Fort Collins. Colorado 80521 Pmted m U S A. 
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SELF — Where you are. 
GOAL — Where you want to be. 
OTHERS — Where others see you. 
1 23456789 
1. Intelligent Self Self Ignorant 
Goal Goal 
Others Others 
2. Creative and 
Original 
Self Self Not Creative 




Self Self Physically 




Self Self Unsuccessful 
In Life Goal Goal 
Others Others 
5. Competent For 
Many Jobs 
Self Self Not Fit For 
Any Job Goal Goal 
Others Others 
6. Friendly and 
Warm 
Self Self Unfriendly and 
Cold Goal Goal 
Others Others 
7. Prefer Being 
With People 
Self Self Prefer Being 
Alone Goal Goal 
Others Others 
8. Good Relations 
With the 
Opposite Sex 







Self Self Awkward 
Socially Goal Goal 
Others Others 
10. Concerned For 
Others 
Self Self Not Concerned 
For Others Goal Goal 
Others Others 
11. Happy Self Self Sad 
Goal Goal 
Others Others 
12. Relaxed Self Self Tense 
Goal Goal 
Others Others 
13. High Self- 
Confidence 
Self Self Lack Self- 










15. Alert and 
Active 
Self Self Dull and 
Lifeless Goal Goal 
Others Others 
123456789 
Original Instrument 204 
Before proceding to numbers 16 through 20, carefully read the instructions given below: 
The final part of the test allows you to construct pairs of opposites which are IMPORTANT TO YOU, but 
have not been handled or mentioned on a previous scale. Simply build pairs of opposites which are related 
to your own personal experience and feelings and then rate them in the same three ways, SELF, GOAL 
and OTHERS. Be sure to put the more favorable opposite (as you see it) on the LEFT-HAND side of 
the scale. 
If you have any questions at this point or find it very difficult to think of words to use for these last items, 
please ask the examiner for help! 
SELF — Where you are. 
GOAL — Where you want to be. 
OTHERS — Where others see you. 
123456789 
16. Self Self 
Goal Goal 
Others Others 
17. Self Self 
Goal Goal 
Others Others 
18. Self Self 
Goal Goal 
Others Others 
19. Self Self 
Goal Goal 
Others Others 
20. Self Self 
Goal Goal 
Others Others 
If there are any comments you would like to make regarding any part of this examination, please do so 
below: 
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Revised Instrument 206 
SELF — Where you are. 
GOAL — Where you want to be. 
OTHERS — Where others see you. 
123456789 
1. Intelligent Self Self Ignorant 
Goal Goal 
Others Others 
2. Creative and 
Original 
Self Self Not Creative 




Self Self Physically 




Self Self Unsuccessful 
In Life Goal Goal 
Others Others 
5. Competent For 
Many Jobs 
Self Self Not Fit For 
Any Job Goal Goal 
Others Others 
6. Friendly and 
Warm 
Self Self Unfriendly and 
Cold Goal Goal 
Others Others 
7. Prefer Being 
With People 
Self Self Prefer Being 
Alone Goal Goal 
Others Others 
8. Good Relations 
With the 
Opposite Sex 







Self Self Awkward 
Socially Goal Goal 
Others Others 
10. Concerned For 
Others 
Self Self Not Concerned 
For Others Goal Goal 
Others Others 
11. Happy Self Self Sad 
Goal Goal 
Others Others 
12. Relaxed Self Self Tense 
Goal Goal 
Others Others 
13. High Self- 
Confidence 
Self Self Lack Self- 










15. Alert and 
Active 
Self Self Dull and 
Lifeless Goal Goal 
Others Others 
123456789 
Revised Instrument 207 
Before preceding to numbers 16 through 25, carefully read the instructions below: 
The final part of the questionnaire allows you to construct pairs of opposites which are 
IMPORTANT TO YOU, but have not been handled or mentioned on a previous scale. 
Simply build pairs of opposites which are related to your own personal experience 
and rate them for SELF ONLY. DO NOT RATE THIS SECTION FOR GOAL OR OTHERS. 













If there are any comments you would like to make regarding any part of this 

























































































EXAMINER USE ONLY 208 
MSGO DISCREPANCY SCALE-1 
HAND SCORING SUMMARY SHEET Examiner. 
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TOTAL RAW SCORES 
Card III 
Self Goal Others 
33-34 | | GM 1 33-34 G | | 33-34 | | | 47-48 ! 1 | 61-62 
35-36 | GP 1 i 35-36 s 1 | 35-36 j | | 49-50 1 ! j 63-64 
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BEVERLY A. RHODES 
244 Wimbledon Lake Drive (305) 424-0442 (Home) 
Plantation, FL 33324 (305) 523-3404 x840 (Office) 
June 16, 1992 
Dana A. Nafziger 
256 El Dorado Way 
Shell Beach CA 93499 
Dear Dana: 
Some time ago, you responded to a survey distributed by the National Football League Players 
Association about a career transition program for retiring players. (A summary of those survey 
results is enclosed.) You also returned a form indicating your willingness to help design the 
program. 
Your help is needed now. Since this program will be for you, the retired player, its design 
must fit your views about learning and yourself. The two questionnaires enclosed are designed 
to measure those views. The Adult Learner Orientation Questionnaire will measure your 
preferred learning style, while Miskimins Self-Goal-Other Discrepancy Scale will measure how you 
view yourself in relationship to the world around you. 
Your responses to these questionnaires are essential to the successful design of a 
career transition program. Please fill them out and return them in the enclosed 
postage-paid envelope by July 15. If you have any questions about how to complete the 
questionnaires, please do not hesitate to call me at any time. 
All responses are completely confidential. Each pair of questionnaires is labelled with a number 
which is in no way tied to your name. These numbers will permit the researcher to match each 
pair of questionnaires and look for relationships. 
For further details on this project, please see the enclosed information sheet. If you have any 
questions not answered there, please feel free to contact me at the address or telephone numbers 
listed above. 
I appreciate your cooperation and look forward to meeting with many of you to discuss the 
program in greater detail in the near future. 
With kind regards, 
Beverly A. Rhodes 
Enclosures (5): Adult Learner Orientation Questionnaire 
Miskimins Self-Goal-Other Discrepancy Scale 
Summary of Responses to the Career Transition Survey 
Information Sheet 
Postage-Paid Return Envelope 
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INFORMATION SHEET 
Who is doing this research? 
This research is being conducted by Beverly A. Rhodes, the same individual who developed and 
analyzed the results of the Career Transition Survey distributed by the NFLPA in 1990. Ms. 
Rhodes has over 15 years experience in higher education as an instructor of adult students and 
as a manager. For seven years, she wrote weekly columns on pro football issues for Pro Football 
Weekly and The Recorder. She holds a Master’s degree in Management, and will receive her 
Doctoral degree in Adult Education from the University of Massachusetts in May, 1993. Her 
biographical sketch appears in Who’s Who of American Women, The International Who’s 
Who of Women, and The International Directory of Emerging Leaders. 
How will these surveys be used? 
The information gathered by these surveys will be used to build a psychological profile of retired 
professional football players. This profile will determine what educational technique(s) would work 
best for the Career Transition Program-formal classroom study, informal workshops, one-to-one 
mentoring, correspondence courses, etc. 
Then what happens? 
The researcher will prepare a summary report of the survey findings along with recommendations 
for the structure of the Career Transition Program. This report will be distributed to you for 
feedback. The report will also be used as the basis for a grant proposal to obtain funding for the 
program’s further development. 
How else will I be involved? 
After the surveys are analyzed and the report is written, I would like to talk with as many of you 
as possible about the next steps. You can become involved as little or as much as you like. 
However, if you would like to discuss this project prior to that time, please feel free to contact me 
at any time. This program is for you and those who will follow you. Your input is its 
most important resource. 
Beverly A. Rhodes 
244 Wimbledon Lake Dr 
Plantation, FL 33324 
(305)424-0442 (evenings & weekends) 
(305)523-3404 ext 840 (weekdays 9-4:30) 
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SUMMARY OF RESPONSES TO THE CAREER TRANSITION PROGRAM SURVEY 
• 473 former players responded to the survey. 
• 89% eventually completed their college degrees, although only 68% did so prior to 
beginning their pro football careers. However, only 50% of players who began their 
playing careers in the 1980s entered the NFL with a college degree, compared to 73% 
who entered before 1960. 
• 40% retired from pro football voluntarily; 60% retired involuntarily. 
• 68% began a post-football job within three months after leaving pro football, but only 
40% remained in that job. 
• Players who retired after 1980 were less satisfied with their post football jobs than 
those who retired before 1980. 
• 86% said that they would h ave participated in a career transition program 
if one had been available. 
• The most frequently mentioned topic in the "comments" question was the 
strong need for a career transition program. Other sample comments: 
"It is very difficult getting a job after football. You are yesterday’s hero, no 
longer of any importance to the people around you that always promised jobs 
when you were of no threat to take them up on the offer." 
"The psychological transition is most important. Most retiring athletes settle 
for less in career choice. Unprepared, we muddle threw [sic]." 
"It’s a difficult adjustment leaving the world of pro football, but with proper 
caring and advice, an athlete can make as much a contribution to life itself as 
he did playing football. Direction is needed." 
• Respondents wanted a career transition program to offer: 
help in identifying skills and interests. .. (69.2%) 
how to obtain skills and education. .. (63.3%) 
a job bank of positions. . . (63.3%) 
one on one advising. .. (50.6%) 
retired player network to aid in job searches. . . (50.6%) 
other.. . (14.6%) 
• 303 respondents offered to help in the design of a career transition 
program. You were among them. Your help is needed now. Please 
complete and return the enclosed questionnaires. Thank you. 
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